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CHAPTER I 
PHILOSOPHICAL M~D PSYCHOLOGICAL FOUNDATIONS OF 
MUSIC EDUCATION I N THE NINETEENTH CENTURY 
Educat i onal philosophy and psychology through the 
ye a rs have g one through a serie s of chan ges. No matter how 
ex treme any new course has been, taken together, the concepts 
seem naturally to fall into a pattern. The Renaissance gave 
us Humanism which represented a f'reedom unknown in the Middle 
Ages. Ciceronianism countered the Humanist movement with a 
formalism as severe as that of' Pre-renaissance days. The 
Realists then tore asunder those shackles and plotted once 
more a freer course for education to follow, but once again 
a countermove thwarted a complete realization of the new 
venture by an imposition of a false interpretation of John 
Locke's Formal Discipline. 
In spite of this ebb and flow between freedom and 
formalism, each philosophy as it gained the lead in 
educa tional thinking decidedly det ermined the general scheme 
of education. Each and every part of the curriculum then 
became more-or-less universally definable with re gard to its 
pur p ose and procedure. 
Similar patterns are to be found throughout the 
nineteenth century--a s maller portion of' the whole to be sure, 
but nevertheless, a substantial segment of philosophical and 
p sychological thought that has a bearing upon music education 
in the United States. With this subject as a relatively 
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ne1.v-comer to the American educa tional scene, as well as its 
susceptibility toward development of rather singular 
capabilities, there may be legitimate cause to wonder whether 
or not music has been sufficiently adept in fitting itself 
unobtrusively into the curriculum and in serving the same 
general ends as its companion courses. 
Although one might presume that music has proved 
sufficiently manipulative to fit into the general scheme of 
things, there seems no distinct source wherein such informa-
tion might be available. There appears to be a decided need, 
therefore, for a contribution to the field where a pointed 
emphasis would be directed entirely and thoroughly to the 
specific task of offering that evidence to supp ort or even to 
disestablish the desired presumption. 
I. TEE PR OBLEr1 
Statement of the ££Oblem. It was the purpose of this 
study (1) to consider t he three major epochs of music 
educa tion in the nineteenth century, namely, the pioneers led 
by Lowell Mason; the liberals under the leadership of Luther 
\v . Mason; and the formalists whose moving force may be 
considered Hosea Holt, and endeavor to: 
a. derive reason s for embarkations upon procedures which 
represented deviations from prin ciples that had been 
previously considered sufficient, complete, and 
sacrosanct; 
b. contribute a statement of the major philosophies and 
psychologies during t h is period of time which might 
easily have effected the thinking of those individuals 
under consideration; 
• 
• 
c. reflect the major philosophical and psychological 
principles of the appointed music educators of that 
century as nearly as their published works would 
permit; 
(2) to determine to what degree the thinking of these men 
3 
were effected by the prevailing philosophies and psychologies 
of the years that immediately surrounded their periods of 
leadership in the field of music education; ru1d (3) to derive 
a general statement regarding the importance conceded to music 
reading by educators and philosophers . 
Justification of the study. •ro define the status of 
music education in the United States is a task which proves 
to be rather difficult. Musicians are not wholly agreed 
among themselves as to exactly what constitutes a sound 
philosophy of music education. Any pedagogue is prone to 
offer an interpretation only in the light of his own particular 
field of endeavor within the whole. The definition then seems 
to vary with the definer. This condition causes a situation 
in which the school curriculum can suffer from indefiniteness 
of aim which brings forth an even more serious situation, 
namely, that those 1-vho devise or promote educational policy 
can never appreciate wholly the possibilities of this subject. 
Further, they can never accord it due respect and attention 
because the good of which music is capable is obscured by the 
general disagreement found within the ranks of those who 
promote, advocate, and administer it. 
• 
.. 
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Superficially, it might be said that there has been 
little coherence in the general scheme of music education. 
However, it would appear that a careful study of the founda-
tions of music education in this country might bring to light 
certain fundamental principles ·to indicate a dis tinct pattern 
underlying the courses it has pursued over the years and 
reasons for any over-all changes in its direction. Such 
findings might indicate that ·its development has not been 
haphazard, but rather, its philosophy has been in accord with 
the thinking of the day; that its aims, principles and 
objectives have stemmed directly from its major philosophy; 
that its votaries have been keenly aware of the dominant 
educational principles of the times; and that very likely the 
discrepancies in general agreement have been the result of a 
condition imposed by its staunchest adherents who may possibly 
have been so susceptible to educational principles as to 
cocrmit W1at might prove to be an error in transplanting 
aesthetics into the field of academics. Such a turn of 
events would probably vindicate the music educator from his 
"lack of system, 11 for to be in ace ord with general principles, 
aims, and objectives in the field of education tends to dispel 
the possibility of indefiniteness so far as its position and 
activity in the curriculum is concerned. Rather then, the 
disagreement in the ranks may well be indicative of endeavors 
to remedy an unnatural situation and thus eventu~lly prevent 
music from becoming stifled in a straight-jacketed position. 
t 
I 
~ 
• 
• 
• 
' 
.. 
In any area in which dissension appears to be in evidence, 
an effort will be made to determine the causes and effects • 
SOURCES OF DATA 
It should be pointed out that, almost with out e x ception, 
the material used in the succeeding chapters has been derived 
from primary sources. The infor~~tion relied upon for use in 
the introductory sections of each chapter was derived from a 
careful perusal of various writings--particularly those found 
in the Music Teachers National Association Volume of 
Proceedings and Addresses, the National Education Association 
Journal of Proceedings and Addresses, and Dwight's Journal of 
Music. A varied ~ollection of magazines and periodicals 
dating in and around the time with which this work basically 
concerned itself was likewise used whenever their material 
proved to be of a nature that was considered particularly 
pertinent to the development of the study. Every available 
music text book published during the century for public school 
use was g iven minute attention and consideration in order that 
as much evidence as possible could be thoroughly sifted from 
their contents in support of the philosophical and psycho-
logical thinking of the respective authors. Since many of 
such texts have disappeared from most library shelves during 
the course of these many years, much of the material was 
thoughtfully supplied through the courtesy of the major 
publishers involved. Visits to the private libraries of 
' 
• 
• 
• 
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c. C •. Birchard and Company, and Ginn and Company of' Boston, 
the American Book Company in New York, and the Silver Burdett 
Company in New Jersey presented excellent opportunities for 
studying perhaps the most complete collections of works 
available. The philosophical and psychological writings of 
Pestalozzi, Froebel, Spencer, and Herbart were easily located 
due to the continual reprints that have occurred during these 
many years. 
DELIMITATIONS OF THE STUDY 
The study was focused generally upon the nineteenth 
century. For more specific dates it might be said to have 
begun with the significant date of 1838, the year in which 
Lowell Mason was appointed to the post of music supervisor in 
the Boston Public Schools, and to have ended around the time 
of the death of Sterrie Weaver in 1904. There have been 
instances in which materials have been used with publications 
dating immediately before and after the specific period. 
However, only that information which proved pertinent to the 
defined area of concentration was extracted for use. 
/i.fter a careful study of the publications considered 
pertinent to the defined area of study, the leaders that 
seemed most prominent and productive were Lowell Mason, Luther 
Mason, Hosea Holt, John Tufts, Frederic H. Ripley, and Thomas 
Tapper. However, the investigation could not be considered 
complete unless reference was made to certain other names. 
I 
• 
• 
• 
t 
• 
7 
Therefore, rather than confining the report completely to the 
educators referred to above, such persons as W. s. Tilden, 
E. W. Newton, James M. McLaughlin, George A. Veazie, and 
Sterrie Weaver have been given recognition wherever their 
contributions have been considered essential to the appro-
priate development of the study. In order to avoid any 
confusion between the two Masons, their first names are used 
whenever clarity has deemed it judicious. 
At the outset of this investigation it appeared in 
keeping with the nature of the study that the information to 
be derived would be infinitely more reliable, as well as more 
interesting, if it were to come directly from the pens of 
those men around which the entire report was to be based. 
Therefore, as nearly as practicable, all material presented 
within the study has been extracted from primary sources. 
The philosophical and psychological foundations which 
have served as the basis of comparison to the thinking of the 
music educators of the nineteenth century have been derived 
from the principles set forth by Pestalozzi, Froebel, and 
Herbart. The works of such men as Locke, Spencer, and those 
deeply engrossed in the Child Study Movement of the latter 
part of the nineteenth century were likewise carefully 
scrutinized. After careful consideration it was deemed 
justifiable, however, that a development of their work would 
• 
• 
• 
• 
have served no particular end with respect to this study. 
far as their writings have affected the field of music 
education, their contributions have been duly noted. 
8 
So 
In order that the study might reveal its findings as 
clearly as possible and indicate co mparisons between 
philosophers and music educators with due practicability, 
each section within every chapter, except for those dealing 
in general historical matter, adheres to the following form: 
Aim, Inductive method, Faculty psychology, Observation, Faith, 
Self-Activity, Interest, and Reasoning. For purposes of 
clarity, as well as for the logical d evelopment of each of 
the philosophers considered, the order of the above headings 
might be chan ged, and in certain instances one or two new 
top ics are added. In general, hm-Jever, these sections remain 
the crux of each chapter outline in order that comparisons 
ma y more readily and easily be achieved. 
ORGANIZATION OF THE REit1AINDER OF THE STUDY 
Included in the work are six chapters offering the 
infor~ntion implied in the following resume. Chapter I -
Introduction: Defines and clarifies the objectives included 
in the general topic heading entitled, Philosophical and 
Psychological Foundations of Music Education from 1838 to 
~· Chapter II - History: Chapter II offers an historical 
background of material pertinent to the development of 
Ameri can education up to the nineteenth century, and an 
• 
• 
• 
• 
• 
.. 
lr 
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examination of conditions in the public schools of thi s country 
just prior to the time when music as a subject of study was 
first admitted into the curriculum. Chapter III - Music 
Educa tion adopts a Philosophy: The third chapter is divided 
into three sections. The first portion is confined to the 
early history of music education in the public school from 
1838 to circa 1864; the second part is devoted to the 
exposition of Pestalozzian principles; and the last section 
is g iven to an investigation of Mason's writing s and a 
comparison of his underlying principles with those of the Swiss 
educator. Chapter IV - The Liberals and Developmentalism: 
This chapter is likewise divided into three sections. The 
first part emphasizes the general condition of music education 
between 1864 and approximately 1900, revealing as clearly as 
possible the prevailing thought with regard to method and 
procedures. Part II confines itself to the work of Froebel, 
and the last section thoroughly scrutinizes the works of 
Luther Mason and endeavors to draw the thoughts therein 
reflected into the philosophical and psychological thinking 
of the day. Chapter V - Herbart and the Formalists: Section 
I of Chapter V considers the point of view of Herbart and 
the Formalists as well as an exposition of existing conditions 
in music education according to thei'r particular mode of 
thought from the Civil War to circa 1904. The second section 
of the chapter is given to a presentation of Herbartian 
principles, and the last section, as in the case of previous 
I! 
' 
•  
t 
• 
' 
• 
• 
l 
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ch apters, is given to an investigation of primarily the 
text-book writers of that era to which the chapter is 
confined. From the thinking derived through such study, a 
comparison is once again made with the prevailing philosophy 
and psychology of the time. Chapter VI - Summary and 
Conclusions: The final chapter embraces the findings as they 
were derived through each of the preceding chapters • 
• 
I 
Humanism 
CHAPTER II 
GENERAL EDUCATIONAL PRINCIPLES PRIOR TO 
THE NINETEENTH CENTURY 
Education in the United States owes a heavy debt to 
that period of awakening known as the Renaissance which led 
to a revival of ancient learn:tng, a broadening of man's 
horizons, and a questioning of ancient authority . The 
academic life of the New World owes no less a debt to the 
great revolts against religious authority known as the 
Reformation . Through such activities, there were released 
educational postulates that formed a foundation upon which 
our theories and practices might be said to rest. 
Moat authorities agree that modern education began 
with the Renaissance, and that the first of the modern 
theories of education was that called Humanism. The terms 
Humanism and Renaissance are almost interchangeable; they 
represent two closely related cultural currents which parallel 
one another, the former generally re .ferring to the culti-
vation of the classics, while the latter either designates 
the artistic activity of the times or encompasses every 
aspect of the life of the era. In true perspective, however, 
both terms represent a unity. Therefore, as one is treated, 
so is the other . l 
1 Paul H. Lang, Mus!c in Western Civilization (New York: 
w. w. Norton and Company, InC:, 1940J, p. 171. 
I 
I! 
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Since a distinction is generally made between the 
early Renaissance in Italy and the late Renaissance which 
occurred in northern Europe, a division must likewise be 
considered when one discusses the educational theories of 
Humanism. Italy developed an individual humanism; northern 
Europe nurtured a social humanism. 
Petrarch and Boccaccio may well be selected to 
represent the educational theories of Italy. They attacked 
Aristotelian philosophy and inspired the reading of Greek 
literature in order to revive the Greek spirit. Fundamental 
to the whole movement were self-expression, freedom of thought , 
and creative activity. Education was not vocational but 
rather based upon literature and aesthetics. Emphasis was 
placed upon the development of the individual in order that 
he might attain a full rich life. 
This education aimed at the development of the free 
man possessing individuality of his own, and power of 
efficient participation in everyday life, based upon a 
wide knowledg e of life in the past and an appreciation 
of opportunities in the present.2 
Here is the cornerstone of our educational system of today, 
but for the foundations of early American education, attention 
must be directed more specifically to northern Europe. 
The Social Humanists, as represented by the northern 
Europeans, were not so much concerned with individual 
2Paul Monroe, A Textbook in the History of Education 
(New York: The Mac1Ullan Company, 1916), p. 369. 
If 
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happiness as they were with social reform. This is a rather 
natural consequence when consideration is given to the causes 
of the spread of the Renaissance into northern Europe. 
According to Laurie, the Brothers of the Common Life, 
a non-monastic order in Holland, maintained excellent schools. 
Their desire for continual i mprovement led some of their 
teachers to Italy in order to become acquainted with the new 
Humanism. Although there were many aspects of the movement 
in this southern European country that were most desirable, 
there were probably two basic reasons why these scholars 
from Holland made no effort to transport completely the new 
thought across the Alps to northern Europe. 
In the first instance, the Brothers of the Common Life, 
or Hieronymians, as they were called, kept religion as the 
central motif of their life. Conditions in Rome and other 
cities of Italy that adop ted the new philosophy had apparently 
broken with reli gious tradition with the result that pleasure 
and liscence became the characteristic way of life. This 
res ult was someth ing which the Hieronymians could not abide. 
Therefore, their concept of Humanism was to mix the idea of a 
ne1r1 freedom with a reformed theology. The second instance 
clarifies itself when one compares the educational situation 
considered to be desirable in each of the geographical areas 
thus far me n tioned. In Italy, the emphasis upon education 
• 
• 
• 
• 
• 
• 
• 
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decidedly placed its stress upon the aristocrat, whereas in 
northern Europe, the attention was directed toward the 
education of the masses . 3 
History seems t o indicate that these northern Humanists 
emphasized social reform. This endeavor ultimately led to 
the Refo~ation, an event which more-or-less consummated the 
activities of the Northern Renaissance . The new philosophy, 
therefore, represented a comb ination of the Humanist thought 
of the south with a social reform as revealed through the 
ideology of the new Church. 
Curriculum 
The dominant idea underlying the actions of Luther, as 
well as those of Zwingli, Calvin, and Knox, was that of substi-
tuting the authority of the Bible for the authority of the 
Church. In complete accord with Humanist thought, this 
emphasized the study of Greek and Hebrew in order that the 
Bible might be studied in the original . It became essential, 
therefore, that whoever was to be saved must read the word of 
God. Under this theory then, education for all became a 
necessity . The elementary vernacular school resulted and its 
establishment throughout the Protestant lands was carried out. 
The entire curriculum centered around religion, with 
the Bible as the major text. The course began with the horn 
3simon s. Laurie, Studies in the History of Educational 
Opinion from the Renaissance (Cambridge: UniverSity Press, 
1903), pp. 7-g:-
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book, a thin board on which a sheet containing the alphabet 
and the Lord's Prayer was pasted, and covered over wit h a 
thin, transparent bit of horn to protect it from wear. From 
this the child moved to the primer, an A-B-C book containing 
t h e alpha be t with a little verse below each letter. Next the 
child passed to the catechism, the Psalter, and the Bible.4 
Thus the curriculum for the common people was established and 
included besides reading and religion, such subjects as 
writing , singing, physical trainLng, trades, and crafts. 
The place given to music in these new common schools 
varied according to the stress laid upon it by the reli gious 
leaders of the di f ferent Reformation countries in the church 
services. Instruction in singing, therefore, does not h ave 
the same degree of educational importance in all of north ern 
Europe. 
Attitudes of the Reformers Toward Hus:tc in Education 
Luther's love for music is made clear in many of his 
writmgs. He considered the chorale as one of the most 
imp ortant pillars of his reform, sin ce through t h is music, 
p repared for the common man, his congregations would become 
more receptive to God's Gospel, and also become thorou ghly 
permeated with music itself. No one perhaps since Plato 
4Ellwood P. Cubberley, Public Educ a tion in the United 
States ( New York: Houghton Mifflin Company, 194?)~. 43. 
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appreciated the educational values of music as Luther . Musi-
cal instruction in his schools probably surpassed anything 
that might be done in schools of even this day. Boys were 
instructed in solmization, snd in the singing of simple songs, 
and gradually through their years of schooling achieved a 
technic sufficient to perform four and eight part choral works. 
Music was compulsory . 5 
Such thorough training i n connection with the 
Evangel i cal Church was indeed necessary. About 1524, Walther 
placed t~e choral me l odies in three to six-voiced polyphonic 
settings, thus excluding congregational singing which up to 
then had been so important . Therefore, choirs were necessary 
if the hymns were to continue being sung. Not 1m.til the 
latter part of the s i xteenth century did the chorale regain 
a form that was closer to Luther ' s original idea. At that 
time, Osiander put the melody in the soprano and composed a 
chordal accompaniment beneath. 6 
Music hardly found a place at all in countries which 
embraced the doctrines of Galvanism, namely Scotland, parts 
of Switzerland and Holland, and the New England States. Any-
thing that suggested the popish vanity of music became the 
object of hostile action or attitude. A note_ble exception to 
tll..is is found in France. 
5Paul H. Lang, Music in Western Civilizati.on (New York: 
W. W. Horton and Company, InC':", 1941), p. 213. 
6Ibid. 
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Having been expelled from Geneva, Calvin settled in 
Strassburg where he set out to compile a Psalter for church 
use. Hostile as he was to anything but simple congregational 
singing in the church service, he did permit polyphonic 
settings of Scriptures to be sung at home. It was this type 
of music that found expression among the French Huguenots. 
Elaborate Psalm settings of Goudimel and Le Jeune are 
excellent examples of the motets of this t i me. Goudi mel 
accepted Calvinism and undertook to organize the musical 
Psalter. The hymns were written in a simple style in 
homophonic texture, pr i marily designed for congregational 
singing. These settings exerted a great influenc e in both 
Protestant Etwope ru~d America not only because the melodies 
became the property of several denominations, but for the 
reason that now the melody was placed in the soprano.7 
~fuether music was found or not in the curriculums of 
t h is period however, the influence of the Protestant schools 
was outstanding. Lutheran or Calvinistic , they remained the 
general models of educational institutions in both Europe and 
Arrerica . 
But as seems usually the case, after every period in 
education where the shackles o f formalism are shed and 
freedom begins to show its head, a countermovement establishes 
• 
• 
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itself which succeeds in recasting education back into its 
familiar mould. The middle of the sixteenth century ushered 
in such a situation against the flourishing period of 
humanism • 
Ciceronianism 
In its narrowest form,this movement was referred to 
as Ciceronianism. The old scholasticism of Aristotle returned, 
this time, however, with Cicero as the ruler and linguistics 
as the content. The humanism of both north and south, while 
each in its own way represented a broad and liberal education, 
lost their separate meaning and Here forced into a new phase 
of humanism which now stood for the study of Greek and Latin. 
Laurie seems to offer a very fine description of the 
cause when he says, 
••• it is given to few men to keep their eyes open for 
long. There is an instinctive craving for dogma and 
form; for without these there is no intellectual rep ose. 
It has been said that each man's philosophy of life is 
fixed at the point where he g rows tired of thinking. 
Even the edu cated man begins to build his own prison-
house very early. Especially must this be the case with 
teachers, simply because they have to teach; and for 
this a school-room creed of some sort is necessary they 
gladly accept what is offered them in the name of 
authority and tradition, and it is the letter of the 
doctrine, not the spirit, that governs. They imitate 
what they have seen done, or apply the technic of a new 
doctrine wh~ch they have once accepted as if it were a 
revelation. 
Br,aurie, ££• cit., p. 28. 
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Excessive formalism crept in as a result of this turn 
of events to the degree that the classroom became a place of 
terror. Teaching methods became exceedingly formal, disci-
pline was harsh and cruel, and the entire life of the school 
mi ght be said to have been completely disassociated from the 
rest of the world. 
Earl~ Education in America 
The first schools in America were decidedly a result 
of the Reformation activities.9 Personal salvation could 
only come through a knowledge of the Gospels and therefore it 
was essential that every child could read in order that he 
might become studied in the commandments of God. Practically 
all of those to settle in Arrerica had left Europe in order to 
secure reli gious freedom and escape hardship and persecution 
that followed the great schism. 
Although the Dutch, Swedish,and German sects brought 
vJi th them the Lutheran parish school, it was to Calvinism 
that one has to look in order to find that particular branch 
of Protestantism which most profoundly effected the early 
development of education in the United States. 10 The 
educational thinking which emanated from Scotland to these 
shores was noticeable about 1714. Although it is impossible, 
9cubberley, .2.12.• cit., p. 12. 
lOEdward H. Reisner, The Evolution of the Common School 
(New York: The JY'J.acr1illan Company, 1930), p. 37. 
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according to Reisner, to point up any distinct educational 
contribution by this nationality group, their ministers, 
trained at Princeton College, were everywhere active in 
pressing forward the thought that the establishment of common 
schools was a necessity and that further, these institutions 
must receive the support of the civil government. 11 
The English Puritans were perhaps the greatest 
contributors to the educational system of this country. For 
tangible results of their efforts, beyond that of the 
establishment of Harvard College, the members of the Puritan 
Colony in 16h7 made it law that any town of fifty families 
had to establish and support an elementary school where 
children would receive training in reading and writing, and 
further, that every town of 100 families had to provide a 
Latin school.12 New England, through the labors of its 
Puritan fathers, became one of the amtstanding sections in 
educational leadership the country possessed. 
Of the many types of schools that were established in 
the United States, there are three which demand particular 
attention. These were the Dame, the Writing, and the Latin 
Gra wmar Schools. 
The Dame schools flourished during the eighteenth 
century in this country. They were generally presided over by 
llibid., p. 41. 
12Ibid., p. 44· 
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a woman who shared what llttle knowledge she had with her 
class of' very young children in the kitchen or living roon1 of' 
her house. The curriculum included reading, sp3 lling, and the 
Catechism. Writing and counting were occasionally taught, and 
in some instances, sewing and knitting were included. In 
colonial New England, the Dame school eventually became the 
primary school, which in turn served as a preparation for the 
grammar school. 
The Writing School, in which writing, counting, and the 
simplest kind of bookkeeping were taught, never became too 
common in New England. The curriculum of this type of 
institution combined with the Dame school eventually to form 
the school of the Three-R ' s, from which finally evolved the 
elementary school . 
The Latin school took the boy from the Dame school and 
concentrated on preparing him for entrance into college. 
Through the education offered here, the child became instruc-
ted. in Latin and in elementary Greek. The study of 
arithmetic and English were apparently neglected. 
The most prominent characteristic of all the early 
schooling in this country was the dominance of' the religious 
instruction. •ro read the Bible or Catechism was primarily 
the only reason that learning to read found such an important 
place in the curriculum, or in reality, the fundamental reason 
for bothering about schools at all. 
• 
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Ciceronianism, as found entering education in the middle 
of the sixteenth century in Europe, migrated to the American 
colonies where it established a firm foothold. · School hours 
were long and most of the time was wasted from the poor 
me t hods used in teaching . Reading and spelling were taught 
everywhere by first learning the letters, then the syllables, 
end lastly, the words. Recitations were made by the pupils 
individually at the teacher ' s desk, while the remainder of 
the class sat idle. This process was so wasteful that a 
child could attend school for years end receive only a start 
in reading and writing. Discipline in all classes was most 
severe . Poor teaching was probably the cause of an unruly 
school, and that order might somehow be imposed, brutal 
beatings were administered to wrong~doers. Keeping order, 
hearing lessons, assigning new work, makL~g quill pens, and 
dictating sums seems to have usurped the entire day of the 
colonial school teacher . l3 
Music Education in Early American Schools 
Music in the curriculum of the colonial school fared 
less well than in Europe . In the Lutheran parochial schools 
of Pennsylvania and Delaware, music appeared in the curriculum, 
but it is unlikely that music received the emphasis that it 
enjoyed in the Protestant gymnasia and parochial schools of 
Germany.l4 1be middle colonies wherein these schools were 
13Ellwood P. Cubberley, Public Education in the United 
States (Boston: The Houghton Mifflin Company, 1919~p. 37. 
l4Ibid., P• 26 . 
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primarily located were under church control. The clergymen 
were usually the teachers,and it may be fair to assume that 
generally these men were not so well-prepared musically as 
the cantors employed in the educational institutions of 
Gernl:any. 
In the Calvinistic atmosphere of New England, music in 
the schools was practically unknown. 'rhe Calvin tradition 
distrusted music in general as popish distractions from the 
sacred texts that were sung and accompanied. Only psalms 
direct from the Scriptures could be used, and these sung 
without accompaniment. Nevertheless, it is interesting to 
note that \<Ihen these churches stood in danger of losing what 
little music they permitted in their divine services, action 
was taken to assure the continuance of congregational singing. 
As primitive as perhaps the beginnings were, the resulting 
activity grew to become a major entity in the dissemination 
of culture throughout the cotmtry. 
The Advent of the American Singing Schools 
American church participation in music deteriorated 
through a waning literacy and a general lacl{ of interest in 
singing toward the end of the seventeenth and into the 
eighteenth century. Hardly more than a half-dozen hymn tunes 
were used for all the psalms, and even these were either half-
forgotten, or suffered the indignity of being decorated by 
the more ambitious singers of the congregation to the degree 
that they were hardly recognizable. 
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Deaconing, or lining out,was instituted at first as a 
possible means of overcoming the difficulties, since congre-
gational singing was important to the service. This device 
called for a leader to sing one line of the psalm at a time, 
with the congregation repeating each section after him. This 
idea enjoyed a very limited success as records seem to 
indicate. Two extracts are i mmediately offered in testimony. 
Nr. Willard ••• spoke to me to set the tune: I intended 
Windsor and fell into High Dutch, and then essaying to 
set another tune went into a key much too high. • • 
(Dec. 28, 1705) 
I try'd to set Low-Dutch Tune and fail 1 d. Try'd again 
and fell into the tune of the 119th Psalm. (July 5, 1713)1 5 
Inaccuracy was apparently only one difficulty that had 
to be surmounted. The congregation, according to record, 
dragged the psalms to a point difficult to imagine. A Puritan 
preacher once said, "I myself have twice in one note paused 
to take breath. 11 16 Cotten Mather in 1718 described congre-
gational singing as "an odd noise!' .  l7 
Although the normal reaction would be to do something 
about tr~s situation, a decision did not come easily. Many 
apparently enjoyed the technic of hymn elaboration, and that 
15Percy A. Scholes, The Puritans and Music in Enrland 
and New England (London: Oxford University Press, 1934 , 
pp. 262-263. 
l6J. Spencer Curwen, Studies in Worship - Music (London: 
J. Curwen and Sons, 1880), p. 59. 
l7Ibid. 
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such was a contribution to the beauty of the service. Others 
just could not align themselves to the thought of note-reading. 
Records indicate that the decision to improve was finally 
made . From Virginia, late in 1719, William Byrd made the 
following indication in his diary: "In the afternoon my 
wife and I had a quarrel about learning to sing Psalms in 
which she was wholly in the wrong. nlS But later the same 
person writes, "We began to give in to the new way of singing 
Psalms . 1119 
Since note-singing was to be emphasized, a way of 
offering this instruction had to be found. It was the 
Singing School that answered the need, and so well did it 
serve the purpose for which it was designed that it remained 
a powerful cultural force in this country for well over a 
century . 
An Introduction to the Singing of Psalm Tunes by 
Tufts was the first of a long l:iist of psalm collections that 
flooded the market. The fa-so-la system was the method used 
in teaching the classes to read. As more and more of the 
people beca~ proficient in singing and reading, there came 
a general tendency toward the development of the choir. 
Lining out, or deaconing, died a natural death. In 1779, in 
18Louis B. Wright and Marion Tinling ( ed. ) , The Secret 
Diary of William Byrd 2f Westover 1709-1712 (Richmond: 1914), 
no publisher given, pp. 272, 276. 
19Ibid., p. 271. 
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Worcester, Massachusetts, it was said that the young singers 
drowned out their deacon. 
The singing school became a. national institution. Its 
teachers were not professional but rather self-styled 
musicians . Among the more famous leaders was Billings, a 
tanner by trade, who was not only credited as being one of 
the more capable teachers and composers, but also noted for 
his introduction of the pitch-pipe and cello into New England 
churches. A carpenter, Oliver Holden, spent his spare time 
teaching quite successfully in the singing schools as well 
as composing hymns, the most famous being, All Hail the Power 
of Jesus' Name. The classes of these men, as well as those 
of their contemporaries, were organized and directed by the 
teacher and held generally at night. The theory they taught 
was much the same as that taught in England . The hexa.chord 
of d'Arezzo, ut-re-mi-fa-sol-la, was abandoned in preference 
to the stationary Do as used on the continent of Europe. 
Many Americans, especially those in the South, clung to the 
Sacred Harp for many years after it had been abandoned 
elsewhere . The middle of the nineteenth century, however, 
saw the adoption of Curwen's sol-fa system in some places. 
It would be wrong to assume that these classes included 
all the people, or all the children of all the people. E'irst, 
one must remember that it was a popular belief that some had 
a. musical ear and others did not. Secondly, music, like 
~ 
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sewing and needlepoint, was res tricted, in the main, to 
feminine pursuit, unless it bore directly upon music of the 
church . 
Therefore, those who attended must have had some 
reason to believe they had a talent for music. Also, one 
must realize that the instruction was confined to church 
music, with no pretense toward aesthetic implication made, 
other than to render the Sunday Service more meaningful and 
perfect. Understanding these stipulations, it would appear 
that at least the old and middle-aged formed the back-bone 
of the group. Children were probably a part for two reasons: 
1. The young could benefit as much or more than the 
adult. 
2. They accompanied their parents in what could have 
been, and probably was, a family enterprise. 
Young adults were doubtlessly included. Wb.ether or not their 
interest was musical may be a question for argument, for, 
implied in writings of the times, one can derive the fact 
that the singing school presented social opportunities in no 
small measure. 
To conclude this discussion of the singing school, 
certain points had best be underscored. The institution 
grew out of a felt need of the people. It had, therefore, a 
clearly defined aim, developed and understood by all 
participants . It had a beginning and an end to which all 
subscribed . The teachers were neither highly skilled 
musicians, nor trained in a culture foreign to their 
• 
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constituents, but rather they were products of the same 
background. Therefore, instead of endeavoring to develop the 
taste of their students to the music heard in the drawing 
rooms of the plantation owners m d weal thy merchants of the 
seacoasts, they busied themselves with improving the 
performance ability as well as the taste of their 
constituents through the medium of their~ music in the 
simplest and most direct way possible ! It must have been a 
pleasurable experience for all, because teacher and student 
were all cut from the same cloth, and each loved and 
understood the music with which he deaJ.t ! 
Realism 
Until 1750, American education could be said to have 
benefitted from the enlightenment of Europe insofar as the 
Renaissance and the Protestant Reformation were concerned. 
However, a third and most important movement, termed Realism, 
had yet to migrate to our shores. 
Up until the advent of this new philosophy, elementary 
schools had been establlshed only in order to improve the 
commoner insofar as his present station in life was concerned. 
~here was no effort, nor was there any special desire, that 
education of this kind would provide any sort of mobility in 
the general social order from one class to another. Elementary 
schools, according to the humanist era in general, were 
conceived as ins ti tuti ons that would make the individual more 
God-Fearing, and would guide him into the full realization 
of his place. 
• 
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The thought that be gan to find its way through Europe, 
and later to this country, had its beginnings in the new 
knowledge of the world which seemed to have burst forth 
during the sixteenth and seventeenth centtwies. One might 
pin-point as one of the initial forces launching this move-
ment, the theory offered by Copernicus when he gave evidence 
that the earth was a planet following its orbit around the 
sun. 
Through a series of discoveries such as that mentioned 
above, man began to discover God as the first cause of the 
universe from whom all t h ing s came, and through whom all 
thing s were perfect. This Spirit of the universe, contrary 
to the philosophy of olden days, loved all men and offered 
power and help to all in order that their destiny might 
becon1e fulfilled. Such thinking made men consider the fact 
that institutions had as their purpose a concern and a 
responsibility to the common people. Rather than consider 
society static, the thought grew that the poor not only 
deserved to have their lot improved, but that such improvement 
was possible. Ins tead of accepting things then as they were 
because a notion existed that God willed such condition, the 
eighteenth century psychology insisted that all men's minds 
were alike at birth, and through proper education one could 
not begin to calculate the heights to which any person might 
reach in the course of his life-time.20 
2°s imon s. Laurie, Studies in the History of Educational 
Opinion f rom the Renaissance (Cambridge: University Press, 
19 03), pp . 118-121. 
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Bacon seems to be that philosopher who sows the seeds 
of the new education. He attacked the universities as being 
smothered in scholastic tradition, and pointed the way toward 
realistic studies. The truth founded on the study of facts 
was the new desideratum. A reform fell due which was to 
change both method and substance of teaching. All ins true-
tion was founded upon the powers of observation, of the 
development of the senses. Such men defended a practical 
curriculum aimed at the discovery and advancement of new 
knowledge . Attempts were made to discover the laws govern:tng 
the learning process which paved the way for educatlonal 
psychology. Men such as Comenius, Ratke, and Milton stood 
for a broader and more practical curriculum than had hereto-
fore been conceived. They were far ahead in their conception 
of discipline, in the organization of text-books, and in the 
demand that knowledge be passed on through a nation's own 
speech, rather than through Latin. 21 
In 1662, the Act of Uniformity was passed ln England. 
The result was that large numbers of non-conformist ministers 
were turned out of their parishes and many turned to teaching 
i~der to earn a living. Influenced by Milton, they 
opened private schools which were patterned after his Academy. 
Here-.,a great emphasis was placed upon actual preparation for 
21!21Q., pp. 123-150. 
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life. All teaching was done in the vernacular, Latin and 
Greek were continued in the curriculum with history, mathe-
matics, geography, and natural philosophy . 22 
By the middle of the eighteenth century, these 
educational ideas can be seen in action in the United States . 
The Latin Grammar Schools, though well-established in New 
England, were feeling a certain pressure for more practical 
studies . Beginning, perhaps, with the Grammar School of the 
City of New York (1732), a broader and more varied curriculum 
was offered. Latin was retained, but mathematics, geometry, 
algebra, geography , and bookkeeping also became essential 
parts of the offerings. 1his new type developed in the Middle 
Colonies became knovm as the ~nglish School . 
The New England Academy was likewise an adaptation of 
Milton's educational ideas. It was instituted largely as a 
result of the English Grammar Schools and likewise the Academy 
in Philadelphia founded by Benjamin Franklin in 1751. These 
schools served both girls and boys, and were established, at 
first, to prepare children for the activities of life rather 
than for college. Until normal school s were founded, these 
institutions prepared elementary school teachers . After 1821, 
with the advance of the public high schools, the academies 
turned their attention to college preparation . 
22Elmer H. Wilds, The Foundations of Modern Education 
(New York: Farrar ani Rinehart, 1936), p:-324. 
23Ibid., P • 324 . 
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Unfort~Dately for education, however, as soon as the 
chains of Ciceronianism were loosed, and it appeared that 
academic pursuit was freed of its bondage to the degree that 
a broad, practical education might prepare its constituents 
for living in the world of the here and now, another movement 
appeared on the horizon that served only to sentence education 
once again to a bondage as severe as Ciceronianism. This was 
the do ctrine of Forw~l Discipline, the greatest exponent of 
which was John Locke. The disciplinary concept of this 
education, which established itself in Harvard about 1742, 
succeeded in dominating our education well into the nineteenth 
century. 2~ In effect it was used as a new defense of 
me dieval scholasticism and of Ciceronianism. 
Formal Discipline 
It is unfortunate, however, that this turn of events 
occurred, for it is generally conceded that the situation, 
as it developed, was hardly what Locke himself advocated. 
The condition rather represented itself as a misinterpreta-
tion of his ideas by later disciples. This great philosopher 
did not consciously support the conservative educational 
position of the English schools. His attitude tovmrd formal 
discipline sprang from his desire to root out the traditional, 
rather than to support the narrow humanistic curriculum of 
York: 
2~A. A. Roback, Histor~ of American Psychology (New 
Library Publishers, 19 2~ p. 32. 
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the times. Recommendations, such as emphasizing the values 
of speaking, and writing English vernacular; of learning 
French and Latin through conversation; adding to the curricu-
lum dancing, history, fine arts, geography, and practical 
arts; hardly relegate his educational ideas toward the 
development of a narrowness in course offerings. 
According to the principles of this education, the 
thing learned was not so much of importance as the process 
of learning. To achieve this aim, Locke emphasized the 
development of the whole man--moral, physical, and mental.25 
The moral education was presented through a denial of 
desires. Locke reasoned that children should be taught to 
submit to their desires from the earliest days of their 
lives. They were to be instilled with the notion that 
nothing was theirs to please them, but rather that certain 
things were only considered fit for them. Ideas such as 
these were aids in enforcing virtuous habits.26 
A hardening process was devised for children in order 
to develop them physically. Boys and girls, according to 
Locke's thinking, were not to be dressed too warmly in any 
season. Their feet were to be washed in cold water, their 
beds hard, and their food very plain. 
25F. P. Graves, Great Educators of Three Centuries 
(New York: 1he MacMillan Company, 1912~ pp. 52-64. 
26w. N. Hailman, Twelve Lectures 2n the History of 
Pedagogy (New York: Wilson, Hinkle, and Company, 1875), 
P• 65. 
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Ideas on mental training decidedly recalled the old 
Aristotelian faculty psychology. The mind was conceived as 
consisting of separate, independent, and ready-made faculties, 
such as memory, judgment, and reason. These were considered 
as potential powers of the mind which had to be brcught into 
actuality by practice and training. The exercise of one 
capacity was thought to transfer beneficially to another. 
Form was infinitely more important than content, and as a 
result, subjects that were by no means practical could be 
defended by the doctrine of faculty psychology. Under such 
thinking, traditionally prescribed studies held secure 
positions, and a narrow curriculum was the general result. 
In all probability, Locke's attitude toward the place 
of mathematics was the one area that influenced h~ followers 
toward advocating formal discipline in the manner which has 
already been described. Over and over again, Locke 
emphasized the value of mathematics in the training of 
reasoning. Statements of this kind, in all probabili~, led 
those who sought a defense for classical l earning to carry 
this thinking into other studies, such as Greek and Latin. 
It can possibly be realized how easily this was adopted into 
elementary education when such drill subjects as spelling and 
formal grammar are viewed. As a result of Locke ' s ideas 
on education, the United States took a step backward into 
methods similar to those of the Ciceronian movement, through 
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the justification given it by the disciples of Locke's 
disciplinarianism. Formal drill and memorization became the 
rule, and the force of au thor:i. ty was strenuously exerted • 
Although this rather tragic turn of events appeared in 
this country prior to the Revolution, evidence seems to 
indicate that Engl ish influence continued as strong after 
the fight for liberty as it had before.27 
By 1750, there is evidence to permit the assumption 
that European educational thought no longer fits the 
American scene as it had in years previous to that date. 
There is a tendency, at least, which describes a desire to 
develop educative principles more in keeping with the needs 
of the people. The evolution of the educational situation 
had to wait , however, until after the War of Independence. 
This condition was slow to arrive, since it was not really 
until after the close of the War of 1812 that there came to 
be any real belief in the stability of the new nation. 
According to Cubberley, 
The Revolutionary War debt still hung in par t over the 
Nation, and the demand for money and labor for all kinds 
of internal improvements was very large. France gave 
us trouble for a decade, while England made it evi.dent 
that, though we had gained our political independence, 
we should have to fight again if we were to win our 
commercial freedom. It was not until after the close 
of the War of 1812 that belief in the stability of 
the Union and in the capacity of the people to govern 
27B. A. Hinsdale, Horace Mann and the Common School 
Revival in the United States (New York: Charles Scribner ' s 
Sons, 1900):-P. 58. 
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themselves became the belief of the many rather than the 
very few, and plans for education and national develop-
ment began to obtain a serious hearing.28 
There were other reasons too why education according 
to an American ideal could _not be practicably chartered more 
rapidly. 1he need for learning in this country up to 
approximately 1820 was rather minor. By 1810 there were 
only six cities that could boast of a population of 8000 
people or more. There was very little need for much education 
among the masses , for the business of the day could be 
carried on in a relatively simple way. So long as one could 
read, write, and understand very simple arithmetic, he had a 
sufficient education insofar as conditions of the day were 
concerned.29 
John Locke 's philosophy, as well as those Realists 
who preceded him, therefore, found adoption not in the common 
schools, but more particularly in the academies and colleges, 
for only those were the institut:l.ons that felt the need for 
an augmented curriculum. Arithmetic, algebra, geometry, 
geography , and astronomy were gradually added, as well as 
rhetoric, and philosophy. By 1830, these academies 
apparently began to dissolve and be replaced by the high 
school. Eventually, then, public education drew unto itself 
much of Locke's ideas. But for a specific statement 
28Ellwood P. Cubberley, Public Education in the United 
States (Boston: Houghton Mifflin Company, 1919)-,-p:-77. 
29rbid. 
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regarding public education up to at least 1820, it must be 
confessed that there was little n.otic eabl~ change from that 
carried on by the Humanistic thought, so thoroughly 
emphasized in the common schools of this country in the 
eir;hteen th century. 
It seems fair to say then, that our elementary school 
curriculum reflected more of the thinking of the Humanist and 
Pro testant educators of the sixteenth century than that 
which had been stirring throughout Europe during the next 
two hundred years. These Religious, Humanistic, and 
Rationalistic aims of education survived strongly in the 
United States until practically the turn of the nineteenth 
century. Not until then did the influence of some of the 
leaders of the European Enlightenment seep into the educa-
tional thought of this country as it bore directly upon the 
public school. How music education followed the enlighten-
ment which reached our shores at th~ time is the endeavor 
to which this study is dedicated. 
• 
• 
CHAPTER III 
MUSIC EDUCATION ADOPTS A PHILOSOPHY 
I. MUSIC ENTERS THE CURRICULUM 
It was fortunate for the schools of Boston that 
Mason returned to the State of bis birth, m. d took up 
residence in its capitol, so far as the future years of 
American education were concerned. At the time, however, 
it should be understood that he neither brought with him a 
new philosophy, nor a particular method of teaching, that 
woo.ld single him out above all others as one who would later 
contribute so much to the development of musical oppor-
tunities for all the children of the city, and gradually 
for those of the entire country. He was, of course, an 
excellent instructor; a man with an enviable reputation in 
the field of music in America; and a person with many years 
of experience behind him. His qualifications permitted 
those established organizations that acquired his services 
to assume that within the confines of their particular areas 
of activity, performance capabilities would very likely be 
improved, and those who sought instruction from him would 
realize substantial progress and achievement under his 
direction. 
Figuratively speaking, another pro~pective citizen, 
under the name of the New Enlightenment, appeared in Boston 
• 
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at a pproximately the same time as that of Mason's arrival. 
Together, the man and the principle~ embodied within this 
relatively modern philosophy were to formulate, through the 
years, a distinct advancement in educational thinking. It 
was pointed out earlier in this work that the schools of the 
United States stubbornly clung to the Religious , Humanistic, 
and Rationalistic philosophies, which pl~ced American 
thought in the realm of education about two hundred years 
behind that of Europe. At the time of Mason's return to 
Boston, however, the i n fluence of the progressives of the 
seventeenth century, namely Locke, Bacon, and Comenius, 
began to seep into the educational thought of this country. 
One may judge that New England, and most particularly 
Boston, was in a position to benefit from the new philosophy 
for numerous reasons. 
1. At the time, it was one of the more settled areas 
of the country. 
2. Its cultural heritage was distinctly tied to that 
of RDgland. 
3. Boston, one of the large seaport cities at the time, 
was likely to be in a position to learn more quickly 
of European thought. 
4. New England was probably one of the more interested 
areas in the country in t h e f ield of education 
because with manufacture and shipping the main 
sources of i ncome, e ducation was infinitely more 
necessary than to those locations where farming 
proved to be the primary means of support. 
5. Its Puritan background called for a serious and busy 
life, rather than a leisurely one, and , therefore , 
serious study befitted the gentleman of the area. 
.. 
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It rested somewhat with chance, however, that the two 
new arrivals, in the person of Mas on and the rays of the new 
European enlightenment, would get together. There were 
several people well-studied in this philosophy from whom 
Mason might possibly have received an introduction to the 
new thought. Pestalozzianism began to appear in the United 
States as early as the first decade of the nineteenth century. 
Not only did it come to our shcres directly from Switzer-
land, but in a round-about fashion, in perhaps a slightly 
different cloak, from those other countries of Europe which 
had accepted the new enlightenment. 
A few names must be mentioned. In 1805, McClure 
visited the orphanage at Paris under the direction of Neef, 
a Pestalozzian disciple. Through his writing s, the United 
States received the new principles. Due possibly to McClure, 
Neef came to America in 1806 and here projected the new 
principles in an institution at Philadelphia and, later, 
another in Kentucky. In 1823, McClure and Owen attempted to 
initiate the new principles in New Harmony, Indiana, through 
the introduction of infant schools. In 1818, the first 
appropriation was made in Boston for the establishment of 
primary schools, a condition which might indicate that a 
certain aP~ount of the new philosophy reached this city at 
least by the secand decade of the nineteenth century. A 
large variety of literature describing the new education and 
translating the accounts of Chavannes, Julien, Cousin, and a 
• 
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number of the German educationalists appeared in the 
American education journals from 1820-1860, a tendency which 
seems to confirm the above. 1 The American Journal of 
Education, edited by William Russell, 1826-1831, and its 
successor, The American Annals of Education, edited by 
William c. Woodbridge, 1831-1839, were especially active in 
giving descriptions and personal observations of the 
Pes tal oz zian schools in Europe. 2 
1he connecting link, insofar as influencing Mason is 
concerned, may be traced most particularly to the person of 
Woodbridge, known not only as a geographer of considerable 
renown, but as an educator whose work figures prominently 
in the history of education in this country. In July of 
1828, one year after Mason 's retuin to Boston, Woodbridge 
travelled to Switzerland, and spent three months, at 
de Fellenberg's invitation,as a visitor and instructor to 
~ Hof~71 .~ Here he had the opportunity of not only becoming 
thoroughly studied in the ideas of Fellenberg, but also of 
noting the influence music had upon the children who were 
1Frank P. Graves, A History of Education in Modern 
Times (New York: The MacMillan Company, 1937), p. 149. 
2rbid., pp. 149-153. 
3William A. Alcott, "William Channing Woodbridge, " 
The American Journal of Education , V (June, 1858), 63. 
\ ~' 
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enrolled in Pestalozzi 1 s school at Yverdon, nat far from t h e 
institution in which he was actively engaged at Hofwyl.4 
Hason's re p utation in the field of education is quite 
deeply indebted to the efforts of Woodbridge, for while at 
Hof wyl, , this geograph er and educator procured as much of the 
outst anding material in the fiel d of music as he was able to 
come u p on in Switzerland, namely the Treatise by Pfeiffer 
and Nae geli, entitled Gesangbildungslehre nach 
Pe stalozzische n Grundsatzen, as well a s the beau tiful song s 
composed by the latter musician, and a number of the best 
textbooks for voice culture and general musical instruction . 
Woodbridge not on l y made the effort to see that t h is material 
was placed in Mason's hands, but translated a sufficient 
a mount of every music book he acquired in order that the 
content could be considered by those to whom he spoke in 
this country. He assumed the responsibility,particularly in 
order that the newly established Boston teacher might come to 
an understanding of the principles projected, and hopefully, 
put into p ractice that wh ich represented the most up-to-date 
t h i nking in the fiel d of music instru ction that was then 
k n own in ou r western civilization t h roug h some of the fore-
mo s t teach ers of the continent, namely Nae geli, Krus, 
Pfeiffer, Fellenberg, Gersach, and Kubler.5 
4Henry Barnard ( ed. ) , 11 Educ a tional Labors of Lmvell 
Mason, 11 The American Jou rnal of Education, IV (September, 
1857), 142." 
5rbid. 
• 
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Through Woodbridge then, the New Enlightenment, as it 
a pplied to music, reached Mason . Whether or not he would 
choose to accept it remain ed for him to decide. It may be 
assumed that the contents of these works were completely new 
to Mason, for his work in former years had apparently followed 
that of his contemporaries, or in other words, it had been 
more in accord with the Humanistic tendencies of American 
education which was the dominant philosophy at the turn of 
the nineteenth century.6 For sixteen to eighteen years , 
Mason taught in this m~~ner, and was probably well-satisfied 
with his results. Natural as it would be for any teach er who 
met with success, particularly on the level of tha t which 
Mason enjoyed, to hesitate in stepping from tried and 
palpable procedures to new systems where success could be 
measured by nothing but rather obscure terms, it may not 
hastily be taken for granted that, because Mason became 
acquainted with the new philosophy, he was of any mind to 
accept it. However, possibly through the enthusiasm which 
Woodbri dg e must necessarily have projected in behalf of the 
educational principles he received fram. his studies at Hofwyl 
and inspections at Yverdon, Mas on acquiesced to experiment 
with the new ways, apparently convinced , to some degree at 
least, that there might be some possibility for success. 
6Theodore F. Seward, Educational Work of Dr . Lowell 
Mason, (no date or publisher given), pp . 12-13: 
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It is here that one must make a distinction between 
the two schools, Hofwyl and Yverdon . Although Woodbridge 
probably spent most of his time at Hofwyl, the methods that 
were used in this experiment were taken directly from 
Pestalozzi. Reference has already been made to the materials 
placed before Hason . Those works that bore specific titles 
ivere those of Naegeli and Pfeiffer, both of whom were in the 
service of the Swis s educator at Yverd on at the time of 
Woodbridge's visit. The following extract from a letter by 
Pestalozzi to Greaves will serve to emphasize this point. 
The exertions of my excellent friend Naegeli, who has 
Hith equal taste and judgement reduced the highest 
principles of his art to the simplest elements, have 
enabled us to bring our children to a proficiency which 
on any other plan must be the work of much time and 
labor.? 
A class of two hundred men and women was gathered 
together by Woodbridge and others, and the experiment began. 
The lessons were at first carefully prepared by Woodbridge 
and Nason together, with the latter presenting the lessons to 
the student body. The results achieved in this firs t class 
through the use of Pestalozzian principles , adapted to music 
throug h the work of Naegeli, far exceeded any expectations 
that Mason entertained prior to the endeavor. As a result 
of the success, Mason was completely won over to the new 
7Lewis Flint Anderson, Pestalozzi (New York : McGraw-
Hill Book Co mpany, Inc., 1939), pp. 175-177. 
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system, and transferred it immediately to his juven ile 
classes which grew to a sizable number of enrollees, some 
numbering as many as four hundred persons • 
The special interest indicated in the children's 
classes of Mason resulted in a more active public interest 
in musical instruction for large numbers whi ch did a great 
deal to pave the way for the Boston Academy of Music, and, 
perhaps more i mp ortant, to the eventual introduction of 
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music into t he public schools. References found in the 
process of t h is investi gation provided data of a kind which 
rrdght per mit the premise that people at this time were 
becoming aware of the possibility that music was an area that 
could involve everyone, rather than to be an avenue of 
pleasure f or a select few. 
Fowle wrote in The American Annals of Education that 
contrary t o former opinion the capacity for music could 
d oubtless be i mparted to every individual. He noted the 
degree of ability would certainly vary from one person to 
another, but, in the f inal analysis, musical attainment 
could in some measure be bestowed upon all even thou gh the 
t h ought did n ot enjoy compl e te unanimity.8 
In 1830, after Ivlason had employed the new system for 
a short period of time, Woodbridge gave a lecture on Vocal 
8
william Bentley Fowle, 11 Vocal l'-1usic, 11 American 
Annals of Educ a tion, V (May, 1 835), pp. 225-229. 
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1-1usic ~§:. Branch of Education before the American Institute 
of Instruction in the State House of Boston. Illustrations 
for the lecture were provided by the pupils of Mason. The 
concert, p resumably, had much to do with action taken b y 
Sn e lling who presented to the Priw~ry School Board a report 
which contained the following resolutions: 
Resolved, that one school from each district be selected 
for the i n troduction of systematic instruction in vocal 
music, under the direction of a committee to consist of 
one from e~ch district and two from the Standing 
Committee. 
The report suffered a considerable amount of opposition, but 
was nonetheless accepted on January 17, 1832. An e x periment 
was carried on, but it was never completely carried through. 
In spite of the fail ure of this early trial, Mason, now fired 
with enthusiasm over the prospect of coming at least nearer 
to his a mbition of introducing music into public education, 
set to work to drive a heavier wedge into an opening wh ich, 
t h ough small, was neve rtheless apparent. 
Webb joined Mason in the work, and the relationsh ip 
bec ame quite successful. Through their combined efforts, the 
Boston Academy of Music was orga n ized in 1833. This 
institution, during its years of service, promul gated a 
number of measures toward the betterment of music education 
through the formation of re gular instruction which included 
9 11 T-1usic in the Public Schools," Dwight's Journal of 
11usic, XV (July 2, 18.59), 107. 
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two-part singing , and provision for concerts at a ppointed 
times throughout each season. The Academy likewise offered 
an impetus for the introduction of music not only in private 
but also in the public schools. In 1837, Mason traveled 
abroad for the purpose of acquain ting himself wi th the 
outstanding systems of' music teaching in Europe . He met 
Kubler, Fellenberg, and Gersbach partkularly, Pestal ozzi 
and Naegeli being dead, and it is said that through his 
observation, Mason became so thoroughly familiar with the 
new philosophy that upon his return he carried it out more 
exactly than did the schools abroad in which the system 
orig inated. 10 
From information gleaned from a report by Upham, 
mention is made of the experiment carried on in t he primary 
school as a result of the Snelling resolutions . According 
to Dwight ' s Journal of Music, the experiment received a new 
impulse from the Boston Academy of Music which had as a 
primary objective to establish instruction in vocal music 
in the public schools.ll 
In August, 1836, the Boston School Committee received 
a memorial from the Boston Academy of Music accompanied by 
pe tit i on s from the citizenry asking that music be intrcduced 
lOHenry Barnard (ed.), "Educ at ional Labors of Lowell 
Mason," Amer ican Journal of Education , IV (September, 1857), 
145 . 
1~Music in our Pub lic Schools," Dwight 's Journal of 
Music, XV (July 2, 1859), 110. 
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into the public schools. This bit of pressure bore results 
that were successful. A resolution was passed at once by 
the school committee that an experiment be tried in four 
grammar schools under the direction of the Boston Academy. 
However, since there were no appropriations for such an 
endeavor the project ended in a stalemate until Mason 
offered to teach in the Hawes School without salary.l2 
After bringing as much pressv~e to bear as be 
possibly could, affecting a diligent sales campaign, and 
after volunteering his services for one year without any 
charge to teach music at the Hawes School during the season 
1837-1838, Mason won his point. At a public concert in the 
Spring of that year, all the children performed together in 
unison singing, beginning with uFlm .. 1ers, Wild Wood Flowers." 
This song, according to Brayley, thus became "the first ever 
sung in unison by the pupils of a public school in Boston, 
and probably in this country.nl3 The concert sold the 
school committee on Mason's system of teaching music, and 
music became a part of the curriculum. 
One may venture a b it of surprise after finding in 
the above report that only unison singing occurred . From an 
earlier article in The American Journal one may read the 
following : 
12J. P. Upham, 11 Annual Report of the School Committee 
of the City of Boston for 1858," Dwight's Journal of Music. 
XV (July 2, 1859), 105. 
13A. \rJ . Brayley, uThe Inception of Public School Music 
in America," The Musician, X(November, 1905), 484. 
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Dr. Mason now commenced the extensive teaching of vocal 
music in classes, introducing, at once, that feature in 
musical teaching, which had been but little known 
before, but which he had successfully pursued in 
Savannah, the instruction of children; training their 
voices especialli to the performance of the alto part 
in choral music. 4 
Such testimony reveals the possibility that music reading was 
perhaps a part of the work carried on, particularly when one 
considers that the work of the singing schools, with which 
Mason was actively concerned, emphasized reading as an 
essential aid in the improvement of church music. With the 
background of this fine teacher being rooted so thoroughly 
in the older singing schools, it would seem likely that the 
new venture of music education in the public schools 
probably implied a transplanting of singing school technics 
into that of public education with possibly two differences, 
namely, (1} Instead of the participation of the talented few, 
many children were taught singing, primarily reading,l5 and 
(2} A new philosophy, that of Pestalozzi, was apparent. 
14Henry Barnard (ed.), "Educational Labors of Lowell 
Mason," American Journal £{ Education, IV (September, 1857), 
141. 
15Note: Although it is often assumed that upon the 
initiation-of music into the public schools, all children 
benefited from the new subject, Horace Mann makes it clear 
that this was not true. According to him, Lowell Mason 
taught in all the city grammar schools, but that only 
approximately one-half of the pupil enrollment were taught 
music. Horace Mann ( ed), "Singing in Common Schools," 
~ Common School Journal, III (June, 1841), 190. 
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Music instruction in the public schools rested mainly 
in the hands of Mason for about twenty years, the procedures 
continued essentially the same as is indicated in Upham ' s 
report, which states as follows: 
Meanwhile, and for years later, efforts were from time 
to time renewed for the systematic introduction of music 
into the Primary School, but with no definite results; 
nor does there appear to have been any notable change in 
the routine of public school musical instruction until 
Feb. 1857.16 
In spite of the above extract, however, a chmge of 
considerable importance was inaugurated in 1845. For one 
reason or another, Mason was relieved of his duties in the 
Boston School System, and was replaced by one of his former 
students.l7 Vvhatever the situation, the condition indicated 
that a change was desired. This change is not alluded to in 
order to disparage the work of Mason. Instead, it provides 
an opportunity of bringing to light a division of thought 
which existed then, and which continues even now. 
About this time, there appeared to be a division among 
teachers as to the best method of teaching music reading, 
by the song or the technic approach. Although Mason had 
distinctly emphasized this activity, relying upon the latter 
method possibly more than the former, as was apparent in the 
16nschool Committee of the City of Boston, Annual 
Report," Dwight 's Journal of Music, (July 2, 1859), p. 110. 
17s. L. Flueckiger, "Why Lowell Mason Left the Boston 
Schools," Music Educators Journal, XXII (February, 1936), 20. 
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Boston Manual, he found rote work an essential part of his 
method. Objections to his system were voiced by Joseph and 
i Horace Bird in a manualentitled To Teachers of Music. In it 
l - -
they emphasized the need for less rote work, and more 
attention given to a course which proceeded from the simplest 
elements to the more difficult in a most systematic way.l8 
Such a point of view does not appear, on the surface at 
least, to be at all antagonistic to that of Mason after 
even a casual perusal of the Boston Manual. However, it 
must be recalled that Mason abandoned a carefully 
systematized method some years before. It will be remembered 
that in his earlier career he followed a system that was 
very similar to that of Wilhelm of Paris, and only after 
he was introduced to Pestalozzian principles did he even 
consider to forsake his earlier method and to follow that 
which the Swiss philosopher provided.l9 Therefore, as 
methodical as the Boston Manual appears to be, one must, at 
least, consider the possibility that the method was not as 
violently systematized as that indicated by Joseph and 
Horace Bird. 
18Frances M. Dickey, "History of Public School Music 
in the United States," Music Teachers National Association 
Volume of Proceedings, (1913), 205. 
19Barnard, ££• cit., 145. 
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Referring to Upham's report, one finds that attention 
was placed most severely upon mus ic reading without mention 
of rote work whatever by those wh o replaced Mason • 
Two half-hours each week in the Grammar Schools, shall 
be devoted to the study and practice of vocal music 
and in addition to the instruction already given by 
the musi c teacher to the fi rs t and second clas ses, 
musi cal notation, the singing of the scale, and 
exercises in reading simple music be practiced twice 
a week by the lower classes, under the direction of 
the teachers; and the pupils shall undergo examinations, 
and receive credits f or proficiency in music, as in the 
other studies pursued in the schools.20 
In spite of the greater attention accorded music 
reading, it is interesting to note that again in Dwight 's 
Journal of Music, certain questions are raised after a few 
years of the new re gime. The article, indicated below, 
re ports on the School Festival. 
Holding on, then, to the chorale as the f ounda tion of 
vocal training, as well as the chief feature in the 
public performances, we would still entertain the 
question, whether the teaching yet be carried some 
steps further in the direction of artistic culture. 
Cannot an advanced portion, at least, of the cholars 
be taught to sing in parts, as well as in unison? ••• 
In a similar Festival at Cincinnati, last Spring ••• 
we are told that the four parts of harmony we re fairly 
represented. • .21 
Music in the public schools of Boston apparently was n ot 
above reproach in 1859. The situation may depict t he 
earlies t crisis in music educat i on; whether the teaching 
should become logical or psychological. 
20upham , .££. cit. , 110. 
2l"The School Festival," Dwi ght's Journal of Music, 
XV (August 6, 1859), PP • 150-151. 
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II. PESTALOZZI 
Introduction. A consideration of the principles and 
practices of the Swiss philosopher opens a wide field of 
exploration wherein it may be possible to locate definite 
precepts which can distinctly be termed Pestalozzian. At 
first, attention must be pointed to the fact that Pestalozzi 
was strongly influenced by Rousseau, the great French 
philosopher, particularly through the Social Contract and 
Emile, both of which emphasized Naturalism. The crux of the 
naturalistic movement rested in freeing society from the 
artificial life that dominated the upper classes. It 
emphasized individual rights and questioned the absolute 
authority of the institutions of the time. Although a great 
deal of positive thinking came to the service of mankind 
through Emile and the Social Contract, it is the opinion of 
some, that the approach was primarily negative. The aim 
pointed toward the destruction of a way of life, but failed 
to construct a .replacement. It remained for Pestalozzi to 
enlarge the philosophical horizons with ideals and ideas that 
would formulate a reconstruction of that world of which 
Rousseau would dispose. 
Perhaps Pestalozzi's basic educational philosophy 
can best be found in his Leonard~ Gertrude. Generally, 
the book presents his views on social reform by and through 
education. According to the narrative, the story centers 
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around the desperately poor social conditions of "Bonnal~ a 
tiny village apparently located in Switzerland. Gertrude 
successfully reforms her husband who has been an habitual 
drunkard, and educates her children in such a way as to 
cause wonderment amid the entire community. As a result, 
the village itself falls under Gertrude's influence, and 
each person endeavors to absorb her methods in order that 
each family may ach~eve the happiness of Leonard and 
Gertrude. A school teacher comes to the village, and noting 
Gertrude's excellent ways of teaching, carries with him to 
the school-house her educational principles. The whole 
village, therefore, soon finds itself raised from its former 
wretched circumstances. Wonderment is expressed by the 
government which also becomes interested in what has been 
done by the village, and more particularly of the 
accomplishments of Gertrude. The story concludes with the 
decision that the entire country can be reformed by 
imitating the work of Bonnal. Thus,through Leonard and 
Gertrude, one may draw the conclusion that, unlike Voltaire, 
Rousseau, and others who held that the only remedy for the 
corrupt times was rationalism, socialism, and indi vidualism.l . 
Pestalozzi, in contrast, held that education could negate 
the condition and elevate the people through moral training 
as through other areas. 
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The Moral Aim. Pestalozzi endeavored to awaken the 
moral sense in the souls of the children with whom he dealt. 
He expended tireless effort to make them conscious of their 
own moral powers. To do this, he appealed to the hearts of 
his children, rather than by explaining, preaching, command-
ing, or forcing upon them verbal precepts. He felt that his 
heart could change the condition of the children.22 To the 
validity of this foremost principle, some corroboration may 
be .found through Peatalozzi 1 s work at Stanz. He had about 
eighty children of varying backgrounds, same even trained in 
beggary. Pestalozzi was with them in sickness and in health, 
fed them, clothed them,and was both father and mother to 
each and every one. His attention to the children demanded 
almost around-the-clock duty, but so convinced was he that 
only love could melt and animate his wards, that he placed 
his own personal health in danger in order to succeed in his 
purpoae.23 It appears that it was on the .foundation of what 
the children were, and could become, that he constructed 
their moral education. 
Intellectual attainments took a secondary position. 
Pestalozzi urged that moral and intellectual education must 
22Gabriel Compayre, ~History~ Pedagogy (Boston: 
D. c. Heath and Company, 1886), p. 425. 
23James Leitch, Practical Educationists and Their 
Systems of Teaching (Glasgow: James Maclehose,-r876), 
pp. 75-88. 
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proceed together, each stimulating the other. He conceived 
the idea that as one cultivates the conscience, with a view 
toward independent action, one must likewise train the 
intellect in order that it may impose those necessary limits 
on the independence achieved through the moral side o:f the 
educational process. 
Pestalozzi was not concerned with a narrow vocational 
education. Rather he was interested in setting machinery o:f 
the faculties in motion. Little interest appears to be 
expressed in outright, specific knowledge.24 This type o:f 
thinking was reminiscent of Rousseau when he said, 
Education by Nature will restore the natural 
unsophisticated man, whose sole function is to be a 
man. In the natural order of things, all men being 
equal, their connnon vocation is manhood; and whoever 
is well trained for that, cannot fail to perform any 
vocation connected with it.25 
~ Inductive Method. The inductive method, used by 
Pestalozzi, has already been educed :from the principles used 
to inculcate moral education. He began with the practical 
and progressed to the ideal. It was his contention that 
virtue had to be developed :from inward convictions rather than 
:from the memorization o:f lists o:f ~ ~ don'ts. He 
24Elmer H. Wilds, The Foundations o:f Modern Education 
(New York: Farrar and Rinehart Inc., 1936T, p. 476. 
25Thomas Davidson, Rousseau~ Education According 
to Nature (New York: Charles Scribner's Sons, 1898), pp. 
102-103. 
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presented his lesson by example, and trusted to the eventual 
unfolding of the divine spirit that was implanted into the 
hearts of his wards by God. 
It may be pointed out that the inductive method 
proceeds from the knovn and goes to the unknown. '~is is a 
rather simple statement of fact, but unless thoroughly under-
stood, it might become confused with the deductive technic. 
The elementary or inductive method must be analytic 
and inventive. It begins with known facts, end with these 
as the foundation, proceeds later to general principles. It 
is a method of investigation depending entirely upon 
observation and experiment. Through this system, the learner 
is started on the path of discovery, and by encouragement 
and independence is given complete freedom to exercise all 
his powers. Through this free experience, isolated ideas 
acquired in the past are grouped together into new, meaning-
ful combinations to be used in the solution of new problems 
with which the student is confronted. The known, therefore, 
refers to that something which is already in the child's 
mind--in other words, the acquaintanceship with the thing 
either implanted through the senses from without, or 
implanted by God from within. The unknown refers then to 
the ~' or to the analysis of the thing. 
It is the Scientific or Deductive method that is 
synthetic or dogmatic. It proceeds from generalities to 
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individual facts. This system directs the student to recon-
struct something, the form of which he has never seen, and is 
told at every turn exactly how to proceed. Not until the 
complete form is before him can the student appreciate the 
labor already expended. Failure to foresee the end product 
may discourage the process with the result that the learning 
situation may die before it has even got underway. 
It was through the efforts and farsightedness of 
Pestalozzi that education set forth in the new direction of 
the inductive method, and relegated the deductive system to 
history. Since the days of this great teaCher, the inductive 
method has been considered the natural method, and the one 
most completely suited to the circ~tances of educating 
children. 
Pestalozzi wished to psychologize education. His 
view of teaChers was apparently not very complimentary to 
the teaching profession. He was obsessed by the idea that 
a system could be devised where a teacher or parent, by 
following a plan piece by piece, could perfectly instruct a 
child whether or not he knew very much about the subject. 
As a matter of fact, Pestalozzi wasted, in some opinion, 
far too much time with this endeavor instead of attending to 
the development of a clearer statement of his primary 
educational views. His purpose was to mechanize instruction 
as is indicated in the following statement: 
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I believe that we must not dream of making progress in 
the instruction of the people as lang as we have not 
found the forms of instruction which make of the teacher, 
at least so far as the completion of the elementary 
studies is concerned, the simple mechanical instrument 
of a method which owes its results to the nature of 
its processes, and not to the ability of the one who 
uses it. I assert that a school-book has no value, save 
as can be employed by a master without instruction as 
well as by one who has been taught.26 
He accomplished his purpose of breaking down the 
elements of each object to its easiest and most logical terms 
in order that a student might proceed surely end easily from 
one step to the next. Such arrangement indicated that he 
set the laws of instruction beside the rules of mental 
development and welded the two together, that the slowest 
child could develop all three faculties to the utmost of his 
capacity.27 Through this simplification of methods, he 
endeavored to adapt to the nascent faculties of the child 
every branCh of instruction that was included in the 
curriculum of the day.28 
Faculty PsyChology. The frequent reference to faculty 
psychology in Pestalozzi's works calls for clarification. 
It is true that at the time of the great Swiss educator, the 
psychological thinking of John Locke held a position of some 
26compayre, ££• cit., p. 425. 
27Frank P. Graves, A History of Education in Modern 
Times (New York: The MacMillan Company, 1937), pp: 126-129. 
28compayre, ££• ~., pp. 428-429. 
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consequence in the minds or the Europeans. One may, there-
fore, presume that it likewise affected Pestalozzian 
principles. In, with, and under the psychological thought 
that developed at Yverdon, as well as at the other Swiss 
schools already mentioned, principles and methods were knock-
ing at the door of the type of child psychology with which we 
are morefamiliar today. One may even suppose that as early 
as the late eighteenth century, there were those who 
suspected Locke's psychology as rather obsolescent. The 
early developmentalists seemed to sense that the workings of 
the mind demanded a great deal more study before an acceptable 
account of its nature could be proposed. 
Faculty psychology, however, is frequently mentioned 
in and through the writings of Pestalozzi. Rather than to 
point up the thinking that Locke rendered to the world, it 
refers distinctly to areas of consideration which were 
confined purely to the developmentalists, and even more 
specifically to the Swiss educator. It was he who under-
lined the necessity for the development of the whole man, and 
to accomplish this according to educational principles, 
Pestalozzi directed that the three faculties, the head, the 
hand, snd the heart, be trained. This alluded to every 
portion of the man, rather than to just thoseareas or the 
mind which Locke considered the essential focus of attention 
in his Faculty Psychology. 
• 
• 
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Rousseau's naturalism was the precursor of develop-
mentalism, the psychology wherein education conceived its 
duty as guiding the child in his natural process of growth, 
and helping and aiding the pupil to unfold inherent 
capacities. The natural growth could be helped or hindered 
according to the psychological methods used in the treatment 
of the natural capacities. Its emphasis is upon the 
development of the child from within, rather than the 
reverse of the concept which often becomes of major import 
in education. 
Ob&.ervation. There came at this time a necessity to 
study and completely understand the order of nature, for if 
the teacher would aid the development of nature, he could 
not in any way disturb the process through ignorance of the 
procedure. Thus, observation became exceedingly important, 
both from the psychological and the philosophical standpoint. 
Perception, Anschauung, or Observation was essential 
to the teacher, for by and through it, the how was 
unfolded. During this stage of education, these early 
developmentalists were of the opinion that for successful 
teaching, educators had constantly to observe,in order to 
determine with as muCh accuracy as possible,certain 
psychological principles upon which a true educational 
process might rest. With emphasis of education upon the 
development of the child from within, the task of discovering 
• 
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those governing laws was especially difficult because a 
purely scientific approach to p~chology was only just 
beginning. Philosophy and psychology had heretofore gone 
ham in hand, and the psychological findings up to this 
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time were hardly based upon absolute scientific principles. 
The concept of the "two-in-one 11 still remained relatively 
the same although it appeared that psychology was at least 
preparing to break away. 
In the case of Pestalozzi, it was noted that he 
contemplated writing a book entitled, ~ ABC o£ Observation, 
which was to be concerned with the development o£ a more 
modern psychological movement in education. 
There unfolded itself gradually in my mind the idea 
o£ the possibility of an 'ABC of Observation' to Which 
I now attach great importance, and with the working out 
of which the whole scheme of a general method of 
instruction in all its scope appeared, though still 
obscure before my eyes.29 
This phase of his work probably began in his school 
at Stanz. Although the government provided him with an 
Ursuline convent to house his orphaned pupils, no books, 
teachers, or other necessaries were included. Fortunately 
for Pestalozzi, he considered these usual requirements to 
be quite unnecessary, for he keenly felt that instruction 
should be given through experience and observation rather 
than through lecture and reading. Observation became the 
29Graves, £2• ~~ p. 126. 
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absolute basis of his primary instruction. It was the 
fulcrum around which Pestalozzi's system revolved. Thus 
it was that the education of the senses became of utmost 
import, and it was carried through by another technic 
already described, namely, that of proceeding from the 
known to the unknown. In geography 1 for example, the 
subject matter was taken from the near, to include the 
school house and the village, rather than transporting the 
children through vague discussions and readings concerning 
far-away places. Ari tbmetic began in counting peas and 
apples instead of with abstract numbers. To gain from 
personal experience, in other words, was the first essential , 
and from that point the Child was guided into the unknown 
when the individual proved, through his own initiative, to 
be ready. 
In connection with this observational method, 
Pestalozzi endeavored to reduce all subject matter into its 
lowest terms in order that the child could move simply and 
surely from one thing to another. One must be cautioned in 
reading the last statement regarding the dissembling of the 
whole into its elements, that according to Pestalozzian 
philosophy, this did not infer an additive approach similar 
to that of the Scientific Method, where the pupil had never 
an idea of the significance of each step until the complete 
form was laboriously reached. The subject was first 
• 
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presented as a whole, insofar as the child's experience would 
permit, then broken down into its simplest elements, and 
finally combined into more useful wholes. In this menner, 
the child was guided through the use of the elements to 
discover new combinations. The learner, then, educated 
himself, and prQgress was established according to the 
natural development of the child. 
Faith. It must be conceded that faith became an 
essential element in the carrying forth of the new 
philos ophy and psychology. Should the principles have been 
followed steadfastly, there was no alpha or no omega. 
Education became a continual process with an active mind the 
only major ingredient. 1he theory forbade the treatment of 
any class the same way as another, and condemned any 
condition which sought to extract the same body of material 
from every individual in every class. Only through faith 
was any teacher able to find succor when he endeavored to 
determine the value received by each and every student. 
It was only faith again that the process of interaction 
between the individual and his environment could result 
in meaningful learning situati ons, where every pupil 
became better through his educational experience. 
Faith wa.s not new to education through Pestalozzi. 
Educational philosophy through the years went through a 
series of chm ges, sometimes accepting, while at other 
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times rejecting this value. The Renaissance presented the 
world with Humanism which featured a freedom unknown in the 
Middle Ages. ~is type of liberty, as a result of the above, 
called upon faith to aid in the arrival of any evaluation. 
Following this tur.n of events, Ciceronianism countered the 
Humanist movement with a formalism as severe as that of 
pre-Renaissance days. The Realists then tore asunder those 
shackles and plotted, once more, a freer course for 
education to follow, but once again a countermove thwarted 
a complete realization of the new venture by an imposition 
of a false interpretation of John Locke's Formal Discipline. 
As a matter of fact, all through the work of Pestalozzi 
this same fight, or same concern for the need of a certain 
acknowledged body of necessary information for all, was 
noticeable. On the other hand, a freedom for each 
individual to select that which was most completely 
satisfying and usefUl to him was likewise accepted as 
pragmatic. Pestalozzi continually desired to mechanize 
instruction, to organize a model system that would teach 
itself; while in complete contrast, his psychological 
foundations were based upon the theory that the order of 
nature could not be anticipated, but rather the powers of 
the human being unfolded only when the condition of the 
individual was ready to develop those latent powers within 
him. After placing the two last concepts side by side, it 
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might be said that his mechanization of education ~ovided 
basic and singular steps, but it rested with the individual 
in the way they would be put together. 
Pestalozzi was apparently concerned with the develop-
ment of each individual, a development which would be the 
result of the child's interaction with his environment. He 
proceeded from the near and the practical, to the abstract 
and the ideal. From this, one may deduce that his tendency 
was to direct his charges to life's realities, to those 
particular things from their daily lives which would at 
once electrify their interest and power of reasoning. 
New elements at once present themselves for 
consideration. In the first instance, if the Swiss educator 
directed the attention of his pupils to primarily those 
things with which they came in contact, it would necessarily 
follow that self-activity had to figure profoundly into the 
educational scheme. To ~ ~ contact indicated, at 
least, that some element of doing had to be included, 
whether it alluded to the walks his children took with him 
for their nature study and geography, or learning situations 
in the classroom that catered to perception through any of 
the five senses. Beyond this self-activity, some attention 
must likewise be given to interest end reasoning. A 
discussion of these three elements follows. 
Self-Activity. Since Pestalozzi was basically 
concerned with that which was achieved by the individual 
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s tudent through his interaction with external stimuli, rather 
than with the memorization or a series of facts, it follows 
that the principle of self-activity became en essential stone 
in the foundation of Pestalozzianism. Since self-development 
is actually the result of self-activity, it is possible to 
deduce that Pestalozzian principles were based considerably 
upon thi s latter procedure. Whatever the ins true tion at 
hand, the teacher's efforts were consistently that of 
rousing the activity of the students, the sub jeet-matter 
learned becoming a personal thing between the individual 
and the activity of which he was a part. 
Unfortunately, for any understanding of Pestalozzian-
ism, one is obliged to constantly deduce, since there exists, 
so far as the writings of this educator are concerned, no 
clearly defined exposition of his educational thought. 
This is not because Pest&ozzi did not write, but that, in 
comparison with Aristotle, Bacon, Comenius, Herbart, and 
other great names of the same category, he was apparently 
incapable of setting them down clearly. The condition, 
however, does not lessen his greatness, for one must realize 
that his contributions, potent as they were, proved to be 
so far ahead of his time that even today, over one hundred 
years after his passing, complete answers to his psychology, 
at least, have remained unanswered, because the workings of 
the mind are not yet sufficiently understood to the degree 
that some aspects of his work can yet be removed from the 
realm of theory. 
Interest. In discussing interest in regard to 
Pestalozzi, one must proceed warily, for anyone acquainted 
with conditions at his various schools , may too q1ickly 
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recall the disorder or the classes, the wretched administration, 
responsorial repetitions of subject-matter, back-breaking 
effort on the part or the great teacher, and yet little 
learning taking place on the part or the pupils just 
because of the over-zealous efforts and too rapid 
presentations on the part of the instructor to serve to any 
avail. However, the element of interest may be considered 
a rather important entity derived from Pestalozzian 
principles. 
As quickly as one may be impressed with the leas 
savory side of the conditions in those specific schools of 
Stanz, Burgdorf, Neuhof, and Yverdon, he may likewise be 
rendered sensitive to the fact that at these institutions . 
interest was an underlying feature which was part and parcel 
of the constructive aide of the situation. It might be 
correct to assume that since each pupil had a direct share 
in his learning situation, interest necessarily had to 
follow. The subject-matter proceeded from the practical 
and the actual, the things about which the student was 
already familiar. This was a prilllB.ry departure at this 
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time from the older deductive method where teaching began 
with abstractions, teaching unknowns, by heaping large 
quantities of incomprehensible knowledge upon the pupil to 
be memorized, in the belief that this could clarify the 
unknown quantity. It was Pestalozzi who emphasized the fact 
that the capacities of the child would unfold when ready. 
Since this appeared to be the case, it seemed to follow 
naturally that his focus was centered upon arousing the 
native energies of each of hie charges, and by eo doing, 
interest was also raised, for one could not be apparent 
unless it was in the company of the other. Without 
interest, self-activity could not have been successfully 
achieved, and yet it proved to be a foundation stone of the 
system. Interaction between the individual and the 
environment, which transpires only When interest is present, 
could never have been consummated, for without interest, 
imposed by a need, the mind could not combine two basic 
entities into a more complex whole, which, in itself, is a 
condition fundamental to all learning. Whatever the man's 
teaching left to be desired, one is more-or-less obliged 
to accept the fact that interest was a potent consideration 
in the work of this great ~erson. 
In Pestalozzi's system, the teacher was the 
stimulator, if one is to accept any part of developmentalism 
• 
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at face value, and as a stimulator, he had to succeed in 
motivation of which interest was basic. Compayre writes, 
He owed his success in teaching. • • to . the ardent 
communication of the passion by which his heart was 
animated than to the methodical processes Which he 
never succeeded in combining in an efficient manner.30 
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Every child had to develop according to his own nature. The 
pupil's interest was placed completely before that of 
society, and it was considered only plausible that education 
would place itself at the command of the student. Each 
child would develop according to his own psychological 
dispositions and interest would be the guiding light. 
Reasoning. The Inductive system, initiated into 
education through the efforts of Pestalozzi, displaced the 
need for memorization, and removed the necessity of dealing 
with a series of concepts which alone meant nothing until all 
the knowledge to which the student had been blindly led was 
finally assembled. Then, and only then, did the learner 
realize the significance of the smaller elements. The 
inductive system indicates a certain superiority over the 
former method as far as reasoning is concerned since 
inventiveness serves as its fountainhead. It first draws 
the attention of the student upon the near, the practical, 
the known, and proceeds to lead him on the road of discovery 
to the unknown through the encouragement of observation, 
30compayre, 2£• cit., p. 431. 
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experience, and self-activity, a situation which induces the 
child to exercise all his powers. Through experience and 
activity simple isolated ideas are called into play in many 
different combinations, a condition which may be ref erred to 
as problem-solving, or in other words,reasoning. Peatalozzi 
was content so long as the ~nds of his charges were set in 
action, and continued in this condition. Quantities of 
subject-matter was neither the end-all, nor necessarily the 
means of the Pestalozzian system. Should one wish to define 
his method in a word, reasonipg ~ght be the result. 
Thoughts on Music. Pestalozzi's thoughts on music 
further disclose the division of purpose which has been 
suggested heretofore. On the one hand,he endeavored to attain 
the social regeneration of the human race, and this he 
attempted to achieve through education. This elevation of 
society was to be done by offering to every person the 
absolute right to develop his capacities to their fullest 
extent through a free and natural way by the philosophy of 
Naturalism as given through Emile by Rousseau. Through this 
work, an attempt was made to remove the difficulties placed 
upon the individual by society and to permit the natural 
goodness of children to freely unfold. According to the 
author, all institutions would change as conditions deemed 
necessary, in order that they would harmonize more per-
fectly with the course of nature. 
i 
.. 
Letters of Pestalozzi, communications and books by 
his disciples, as well as from the great reformer himself, 
offer testimony to underscore the substance of the above. 
In a letter from Pestalozzi to Greaves, it is net ed: 
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I will not let the opportunity pas s by without speaking 
of one of the most effective aids of moral education. 
You are aware that I mean music, and not only are you 
acquainted with my sentiments on that subject, but 
you have also observed the very satisfactory results which 
we have obtained in our schools. The exertions of my 
excellent friend Nage1i, who has with equal taste and 
judgment reduced the highest principles of his art to 
the simplest elements, have enabled us to bring our 
children to a proficiency which on any other plan must 
be the work of much time and labor. 
But it is not this proficiency which I would describe 
as a desirable accomplishment of education. It is the 
marked and most beneficial influence of music on the 
feelings, which I have always observed to be the most 
efficient in preparing, or as it were, attuning the mind 
for the best impressions. The exquisite harmony of a 
superior performance, tbe studied elegance of the 
execution, may indeed give satisfaction to a connoisseur; 
but it is the simple and untaught grace of melody which 
speaks to the heart of every hwnan being. 
But the effect of music in education is not only to 
keep alive a national feeling; it g oes much deeper; if 
cultivated in the right spirit it strikes at the root 
of e very bad or narrow feeling, of every ungenerous or 
mean propensity, of every emotion unworthy of hwnanity. 
I need not remind you of the importance of music in 
engendering and assisting the highest feelings of which 
man is capable. It is almost universally acknowledged 
that Luther saw the truth when he pointed to music, 
devoid of studied pomp and vain ornament, in i ts solemn 
and impressive simplicity, as one of the most efficient 
means of elevating and purifying genuine feeling s of 
devotion~ 31 
31Lewis Flint Anderson, Pestalozzi (New York: McGraw-
Hill Book Company Inc., 1931), pp. 175-177. 
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From Ramsauer, it may be noted that: 
The thirty or forty children of both sexes in 
Pestalozzi's old school came from the town to the castle 
to take part in the singing. Buss made his pupils sing 
as they walked, two by two, holding each other's hand, 
up and down the big corridors of the castle. This was 
our greatest pleasure. Indeed, singing was one of our 
chier sources of enjoyment in the institute. We sang 
everywhere--out of doors, dur:tng our walks, and, in the 
evening, in ~he court of the castle; and this collective 
singing contributed, in no small degree, to the harmony 
and good feeljng which prevailed among us.32 
But there is the other side of Pestalozzi. It might 
be said that he stood like the giant Colossus of Rhodes with 
his feet standi tlg astride the educational channel, one foot 
on the side of philosophy to which the above refers, and the 
other upon psychology. The philosophy was new, to the degree 
that aside from the efforts of Basedow in education, 
Pes talozzi stands rel atively as one of the foremost disciples 
of Rousseau's thinking. But with the admission of the 
philosophy, an explanation of how had to be forthcoming • 
. -
Pestalozzi accepted this challenge as well, and it led him 
into completely new fields of thinking which must have 
moved him into the most frustrating experiences. 
The how had to provide the philosophy, insofar as 
education was concerned, with some principles that would 
govern human development in order that the na turalis tic 
32H. Holman, Pestalozzi, ~ Account of his Life and 
Work (London: Longmans, Green and Company, l908), -p:-238. 
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approach could be c arried on in s u ch a way as to allow free 
development in accordance with nature. This pointedl y drove 
Pestalozzi into a psychology calling for quite a different 
fund of knowledge than had thus f ar been considered. 
Naturalism demanded free and unhampered development of th e 
natural powers of the individual. Therefore, a child-centered 
psychology was necessary in which all ru.les and views would 
come f r cm observir:g the children through their educational 
activities. Through such procedure, the processes by which 
chil dren learned, as well esthe activi ties that paralleled 
the natural growth and development of the pupils, were 
determined as closely as possible . Here is found the 
beginnings of the psychology of developmental ism. Those who 
followed this manner of thinking discounted society and gave 
complete attention to discovering rules that were applicable 
to the psychology of learning. Since the philosophy placed 
the gre atest stress upon the individual and his development, 
the most important phase of educational thinking was me thotl. • 
It was this aspect of work that primarily occupied 
Pesta.l ozzi. 
Music. In music, one may see some of the results. 
There is indication that, at Yverdon, formal instruc t ion 
in music was given. 
Another twitch of the bell announced that the hour for 
playing at trian gles (the geometry lesson) had expi r ed. 
In fiv e minutes the slate was covered wi t h bars of 
minims and crotchets, and the music lesson begun. 
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This ••• bore a striking resemblance to the geographical 
one of two hours before; the only difference being that 
"ut re me", had succeeded to names of certain cities, and 
"f'a. sola", to the number of their inhabitants.33 
A look at the method for teaching music according to 
Pestalozzi's developmental psychology may be seen through a 
brief outline of the Gesangbildungslehre Nach Pestalozzischen 
Grundsatzen by Pfeiffer, and Neageli. The treatise was pub-
lished in Zurich in 1810, and a revision was later made by 
Kubler. \~1--lD 
The book was divided into four sections: (1) Class 
Management; (2) Elements of Music 1f.heory; (3) Treatment 
of the Registers; and (4) Songs, to include unison, two and 
three-part work. Greatest emphasis was rendered that section 
given to theory, an element sub-divided into Rhythm, Melody, 
and Dynamics, and the combination of all three areas. One 
might assume that before this section was presented by Naegeli 
the students had a certain readiness program, since through 
Pestalozzi, the important basic consideration seemed to be, 
the thing before ~ ~· At least so far as this overview 
is concerned, no mention of such a preparatory step is 
found. FUrther, the break-down as given is adhered t o 
literally. Rhythm was first studied, and not until t his 
area was completely well on its way, through beating time 
33Henry Barnard (ed.), "Lowell Mason," American 
Journal of Education, IV (1857), 142. 
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and the use of bodily motions, and singing from exercises on 
a neutral pitch, could the student look forward to 
progressing to the next step, namely, Melody. The section 
devoted to Melody went to great length to include no rhythmic 
work at all in order that the child could focus all his 
attention upon pitch. Numbers and syllable names were used, 
with the movable Do the accepted system. When this portion 
of the treatise had been worked out, the child then moved 
to the third and last sub-topic, Dynamics. Here, his 
attention was pointed directly to the business at hand with 
no attempts to include that body of material already 
presented in rhythm and melody. Exercises offered for the 
development of these three sub-topics were quite unmusical; 
each served well its place in the scheme of things, but did 
little or nothing to interest the child or acquaint him with 
beautiful music. In the case of dynamics, where atleast 
one _might feel that somewhere beautiful melodies or phrases 
could be put to excellent purposes, only sustained tones were 
used, with the child mastering, to some degree, crescendos, 
diminuendos, and other such symbols in unmusical situations. 
~hen all three areas were mastered, another section offered 
studies that emphasized the development of all three aspects 
of the study in combination. Here,too, material was of 
little interest, and in many instances most difficult to sing 
insofar as the child-voice was concerned. Thus, it appeared 
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seemly to resolve that the text book, which had the qualified 
approval of Pes talozzi 1 was in no wise the treasure ches.t 
wherein one was necessarily to find the principles of 
Pestalozzianism, or the beginnings of Developmentalism 
completely projected. 
From an over-view of his music text book, the only 
principle probably offered was that of the mechanization of 
education, or perhaps more precisely, the whole was 
dissembled for the convenience of the user. The success 
of the work apparently did not rest upon the mere 
presentation of the parts, for just through a perusal of 
the Treatise by Pfeiffer and Naegeli, every thought 
suggested through the method located therein was at once 
opened to severe attack from those areas of consideration 
discussed earlier in this section as representative 
Pestalozzian principles and method. 
Since it is not the purpose of this work to develop 
a case for or against the Naegeli and Pfeiffer text book, 
this suggested collision between principle and practice is 
passed over hurriedly. However, it remains a problem in the 
following pages to determine whether Pestalozzianism would 
represent itself in this country through severe mechanized 
methods, or whether a new and progressive educational 
philosophy and psychology might result.34 
III. LOWELL MASON REFLECTS PESTALOZZIANISM 
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Introduction. Through the remainder of this chapter, 
particularly, it would be helpful if one kept in mind the 
thought reflected in the following extract. 
But a book has no voice, it can not produce a tone; any 
attempt therefore to give instruction in a printed form 
must be confined to descriptions, definitions, or 
symbols, for the reality can not be given.35 
~e Manual of ~ Boston Academy of Music ~ 
Instruction in ~ Elements £! Vocal Music ~ ~ System 2[ 
Pestalozzi may be accepted as the very root of Lowell Mason's 
attempt to embrace the principles of the great Swiss 
educator whose name appears boldly in the title. At the 
time of publication, it was probably the only such text of 
its kind in this country. Upon a perusal of the work, the 
reader may be impressed with the severely mechanized or 
psychologized procedures located therein. If the suggested 
system were to be followed to the letter, the educand would 
become so deeply engulfed in a whirlpool of method, dogmatic 
presentation, and unmerciful intellectual discipline, that 
34Note: The information projected immediately above 
represents-a-general interpretation of the 
Gesangbildungslehre Nach Pestalozzischen Grundsatzen by 
Pfeiffer and Naegeli. 
35Lowell Mason, Song Garden Series Book II (Boston: 
Oliver Ditson and Company, 1864), p. 22. ------
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any hope of achieving in him some constructive result 
through the medium of music would be completely destroyed 
before instruction could barely commence. One might 
reasonably ask why Mason pretended to accept Pestalozzianism 
when his previous method, similar to that of Wilhelm in 
Paris, appeared no more impersonal than that to which he 
later turned. The newer system might prove to be more 
refined, more clearly stated, in.sofar as helping the teacher 
present the list of things to be done, but in final analysis 
there are many ways of solving a problem, and when it comes 
to method, per se, one can sometimes be as good as another. 
It becomes inconceivable then, that the only recognizable 
contribution of Mason, in spite of his strong Pestalozzian 
influence, is through the rearrangement of the basic 
elements of music into simply another order of presentation 
with no indications of a more studied philosophy and 
psychology. 
From a consideration of Pestalozzianism, one was led 
to expect a radical turn-about in educational procedures. 
It must be admitted that upon scanning briefly the Treatise 
of Pfeiffer and Naegeli, the results therein contained 
pointed to a suspicion that the sum and substance of the 
Swiss educator's efforts was to merely revamp old proce-
dures to the degree that the same checkers now occupied 
It 
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squares to which they had never previously been relegated, 
but none-the-less the same squares were filled, and the game 
proceeded in the same old way. 
Insofar as Naegeli is concerned, it must be admitted 
that a full translation of the Gesangbildungslehre Nach 
Pestalozzischen Grundsatzen might uncover certain items, 
which; in, with, and under the method, could perhaps ally 
the thinking contained therein more happily to those 
principles which have already been stated earlier as the 
original, and progressive work of Pestalozzi. As regards 
the work of Mason, there is no language barrier and, there-
fore, one has hardly a choice but to accept at face value 
that which he can see. It becomes necessary then to come 
to grips with the original writings of Mason, to sift 
carefully all evidence, and thoroughly inspect the residuum 
in a genuine effort to deter.mine, as nearly as possible, 
whether or not Mason's interpretation of the philosophy and 
psychology of the man from Yverdon resolve themselves to a 
mere readjustment of musical elements into what may be 
termed a method or a system. 
To spring-board the discussion, the following is 
-offered: 
The work of Naegeli, and Pfeiffer was excellent, and its 
influence has been felt far and wide. Other manuals 
based on this, have been since published, better adapted, 
perhaps, to the common purposes of teaching; but the 
work of Naegeli and Pfeif fer is a text-book which every 
• 
teacher should study until he makes the principle his 
own. The Boston Academy's Manual of Instruction in 
Vocal Music is the only work of the kind in English, 
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so far as we know, in which these principles are carried 
out.36 
Up to now, the suspicion that music in this country 
missed completely the new enlightenment, rested in the fact 
that the presentation of the elements in the Boston Manual 
indicated a formalism that appeared incompatible with 
Pestalozzian thought. However, the above quotation mentions 
principles which can be interpreted to mean concepts of a 
w~re profound nature than just the arrangement of certain 
elements of theory into some logical and acceptable order. 
This, then, may point the way toward a kind of consideration 
other than that which was at first conceived, and should this 
notion prove itself to be worthwhile, the same principles 
found developed by and through Pestalozzi must be under-
scored in the works of Mason. If the fundamental thinking 
is found to be the same between these two men as regards 
principles over system, another look at method can later be 
given, and treated to the degree it deserves according to 
whatever importance it might then be in a position to demand. 
Several Pestalozzian principles revealed themselves 
through the discussion of Moral Education; Intellectual 
Education; Inductive Method; Faculty Psychology; Omervation; 
36Lowell Mason, Musical Letters from Abroad (Boston: 
Oliver Ditson and Company, 1853), p. 13~ 
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Faith; Self-Activity, Interest and Reasoning. These shall 
now be considered in the identical order, and through a 
second consideration, it is conceivable that Mason's 
principles shall expose themselves and serve as a basis of 
comparison with those of Pestalozzi. 
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The Moral Aim. The first principle revealed through 
the discussion of Pestalozzi was the moral aim. This 
identical value must then be located in the work of Mason 
if similarity, as regards the principles of the two men can 
be acknowledged. A careful study of the writings of this 
teacher brought to light an abundance of material that 
supported the contention that he realized the value of music 
in developing the moral nature of man, and that further, it 
was music's most basic function. 
According to the Manual of the Boston Academy £! 
Music, Mason says: 
It (music) should be cultivated and taught, not as a 
means of mere sensual gratification, but as a sure 
means of improving the affections, and Qf ennobling, 
purifying and elevating the whole man.37 
He not only placed the aim of music education at the feet 
of this noble principle, but also was well aware that the 
art was capable of serving many ends from which he chose 
conceivably the finest and the most practical. Further 
37Lowell Mason, Manual of the Boston Academy of Music 
(Boston: Carter, Hindee and Company, 1834), p. 18. 
•· 
testimony served to point up his awareness of the varying 
services toward which music was put as is indicated in the 
following: 
Music may be cultivated with reference to the mere 
sensuous delight which is its immediate result. It 
is pursued ••• for its direct pleasure, mostly so. 
Yet there are others who pursue it with higher ends, 
or for intellectual pleasure, which its study affords. 
Such are especially the great theorists--whether their 
theory be the most approved or not.38 
At the same time, other groups may follow 
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••• music for artistic ends--excellence in art--they 
labor for the discovery of new forms of beauty and truth 
in the numbers, successions, or combinations of tones 
and for the mental and physical power necessary to 
communicate or bring up these forms to the conceptions 
of others. Their constant aim is to press forward in to 
the region of beauty and to bring up taste to its 
appreciation in its highest and most powerful forms. 
This is a much smaller class-perhaps Schumann belongs to 
this class; ~erhaps Wagner, and Liszt, may also claim a 
place here.39 
Those who would exwess an enthusiasm for music 
reading to a degree in excess of the possible, with regards 
to public school music, might well heed the above. The 
great Boston teacher seemed to insist that of all the aims 
toward which music might be directed, moral education was 
that which he considered uppermost above all else. A short 
38Daniel G. Mason, "A Glimpse of Lowell Mason from an 
Ol d Bundle of Letters," The New Music Review, XXVI {January, 
1927), 51. ------
39Ibid. 
• 
• 
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extract from one of his text-books corroborates so well that 
which has already been expressed • 
Music is a revealer of the beautifUl, and when unper-
verted, its home will always be found in the dwelling 
of the aesthetic; there it seeks the company of the 
tasteful, the refined, the elegant, the chaste, the 
pure, the true, and the good. Music's highest and best 
influence is its moral influence. 40 
This may serve in some way to dissuade those who consider 
theory to be the end-all of music education f'rom continuing 
to impose overly-ambitious courses of study that continue 
from the elementary grades through junior high school, at 
least, and who insist upon evaluating their success upon 
the student'~degree of musicianship rather than perhaps 
more salient values. Additional evidence provided 
immediately may offer re-enforcement to the premise given 
above. "So in music, it is not musical art or science, but 
through these, that man ' s moral nature should be benefitted!'41 
Attention has, for the time, been focused upon why 
music was considered to be worthy of entrance into the 
curriculum of the public school by those interested persons 
who expended so much energy, effort, and thought to ~epare 
and finally open the way for the addition of this art into 
the American public schools of the early nineteenth century. 
Before one may consider this discussion complete, a 
40Lowell Mason, The Normal Singer (New York: Mason 
Brothers, 1856), p. 11.---
4ln. G. Mason,~· cit., p. 50. 
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sufficient evaluation of Mason's work must likewise indicate 
exactly ££! this moral training should be accomplished 
through music • 
From~ Song-Book of the School-Room it is possible 
to read that song material "should ever be of an elevated 
character, tending not to abase or degrade, but rather to 
exalt, ennoble, and purify the thoughts, feelings and 
associations of the young.n42 It is possible for one to 
ascertain from a close examination of this passage that 
Mason shared Pestalozzi 1 s idea that things were not taught 
by precept. Any attempt to teach children to be good, noble, 
and moral by presenting the members of any class with a list 
of do's and don'ts to be memorized, or through an ever-
lasting drill of precepts gleaned from a text-book, could 
only prove to be futile, according to Pestalozzian thought. 
The developmentalists represented a type of teaching that 
instructed according to nature. The process called for the 
development of the feelings rather than the memory. 
Pestalozzi endeavored to awaken the moral sense in the souls 
of the children with which he dealt. He expended tireless 
effort to make them conscious of their own moral powers, and 
to do this, he appealed to the hearts of his children rather 
42Lowell Mason and George J. Webb, The So~-Book of 
the School-Room (New York: Mason Brothers:-1856~ p. ii:-
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than by explaining, preaching, commanding, or forcing upon 
them verbal precepts. This same attitude apparently pre-
vailed within the mind of Mason, for it was noted in the 
Song-Book of the School-Room that the song material proposed 
to elevate the character of the child.43 Moral education, 
with Mason as well as Pestalozzi then, becomes a matter of 
experience rather than a subject for formal instruction. 
Mason suggests that 
• • • the chief value of music, as rightly used from 
this book, in school or families will be ••• moral. 
The songs should guide and draw out the feelings of 
the pupils. They should be used as emergencies arise. 
Happy songs to bring them out of listlessness etc. 
Lessons of love, gentleness, patience, forbearance, 
mercy, truth, faith, hope etc. may be 9pportunely and 
impressively given in the use of song.~~ 
Inductive Method. Since Pestalozzi, the Inductive 
Method is considered the natural method, and the one best 
adapted to achieve satisfactory ends in the field of child 
education particularly. The learner is started on the path 
of discovery, but through his own independence, his own 
freedom and endeavor, he educates himself. According to 
Pestalozzi, education commenced with that which was close to 
the child, those things with which he had already experienced, 
and proceeded slowly through its succeeding steps in order 
43Ibid., p. 36. 
44Lowell Mason, The Song Garden Series Book I (Boston: 
Oliver Ditson and Company, 1864), p. iv. 
• 
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t hat the educand could discover through observation those 
new and necessary elements with which he eventually would 
have to deal. 
A reasonable amount of material gleaned from the 
writings of Mason permitted a predication, at least, that 
the Inductive Method was, by name at least, of primary 
import to that system or set of principles which he evolved. 
From the Pestalozzian Music Teacher one finds, 
It is hardly necessary to add, that it is by no means 
intended that these, or similar answers, should be put 
into the pupil's mouth from without, or that they should 
learn them from a book; on the contrary, they are always 
supposed to proceed from what is within, or from the 
knowledge which they have acquired in the exercise of 
their own powers. One must positively do the actual 
work of a teacher, participating himself in the reali ty, 
before he can knoY/ the power and the beauty of teaching 
and educating the young according to these principl es, 
(inductive) which are nothing mare or less than the 
principles of nature.45 
The Primary School ~ Book offers another pertinent state-
ment as indicated in the following: 
The object of the following pages is to point out, i n 
the most familiar way, the Pestalozzian, or inductive 
method of teaChing the elementary principles of music to 
young children.46 
An interesting conooent from still another text adds further 
45Lowell Mason and Theodore F. Seward, The 
Pestalozzian Music Teacher (New York: c. H. Ditson and 
Company, 1871), p. 12. 
46Lowell Mason and George J. Webb, The Primary 
School~~ (New York: Mason Brothers, 1846), p. 75. 
testimony in regard to Mason's awareness to the relatively 
n ew Elementary Method. 
It will be observed that in the elementary department, 
the principles of notation, or the things to be taught 
in the elementary principles o£ music, are defined or 
explained in such a successive order as is adopted to 
the inductive method of teaching.47 
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In the frontispiece of this same reference, one reads that 
the principles of vocal music are prepared in conformance to 
the Inductive or Pestalozzian Method of teaching. 
Although the appearance of' this method's name in 
Mason's books might serve to indicate that he embraced the 
system, one could also argue that without more convincing 
testimony, the assumption might prove to be completely 
incorrect. Should the term be used, but the principle fail 
to be put into practice to the degree that one may readily 
accept inductive thought in, with, and under the publications 
of Mason, there would be little similarity of purpose 
between those two great teachers about whom this section 
endeavors to treat. Therefore, further investigation is 
necessary to determine the degree to which Mason put this 
inductive system into action. For purposes of clarity this 
study will present related evidence pertinent to the 
solution of this problem in three different steps. 
47Mason and Webb, !££• cit. 
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First is the principle of mechanizing education. 
Pestalozzi, it has already been noted, was most desirous of 
devising such a perfect system or method of instruction that 
either a teacher or a parent could teach a child any subject 
whether or not he was particularly well-studied in, or 
thoroughly acquainted with the material to be presented. 
The only requisite was that he follow step by step the master 
plan as it was developed by the teacher of Yverdon through 
the indue ti ve scheme. Through Mason 's writings, the same 
desire and efforts in such development were quite apparent. 
In the Manual of ~ Boston Academy it was found that, 
Individuals, who have some knowledge of music, will be 
able to puruse privately the course here pointed out. 
Parents t~g, who can sing, may successfully teach their 
children. 
From the same reference the following is offered: 
The extent to which the analysis is carried, and the 
clear and natural manner pursued in developing the 
principles of the science, render the work perfectly 
intelligible to a child; while the learner who has 
gone through the book attentively, will find himself 
possessed of all the knowledge requisite for the 
performance of vocal music.49 
In further testimony to the above premise, another extract 
is offered: 
One thing is taken up at a time and thoroughly examined 
and practiced, before another is commenced. The arrange-
ment is such that the knowledge aside from mere 
48Mason, Manual, 2£• cit., p. 11i. 
49Ibid., P• 2. 
definitions, may be acquired by the pupils themselves, 
rather than from the dictation of the teacher.50 
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The teacher's part was to lead the child to the information, 
to excite curiosity, and to direct his attention. This 
procedure, according to Pestalozzi 1 s disciples, impressed 
the knowledge much better upon the mind and it stayed. The 
child's own reasoning gave him gratification which was the 
Manual 's understanding of the Pestalozzian system. Mason 
suggested that "It always pleases scholars to find out 
things themselves."51 ~ Primary School ~ Book provided 
another bit of evidence pertinent at this time. 
It is supposed that any mother or primary school teacher 
who can herself sing, although she may know so little of 
the musical characters as not to be able to read music 
herself, may, by the help of these directions, be 
enabled to teach her pupils with good success and thus 
prepare the way fo~ a more thorough and extensive course 
in higher schools.52 
From the data provided, it would appear that Mason agreed in 
principle to the Swiss educator's conclusion that education 
had to be mechanized. 
Second, Pestslozzi began with the whole insofar as 
the child's acquaintanceship with an experience or a subject 
was concerned. In his next step he proceeded to break the 
whole into its elements in order that hiSPlPils would be 
50~., P• 10. 
51rbid • 
.............. 
52Mason and Webb, ~ Primary SChool Song Book, 
2£· ~., p. 75. 
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acquainted with the things which made up the whole. His 
third, and last step, dealt with reassembling the parts into 
a complete unity. Thus, in a word, the system went from 
whole, to part, to whole. Evidence seems to justify the 
fact that Mason, too, is aware of this system as the 
following material indicates: 
The pupil is guided to the attainment of general know-
ledge, first; then, by analysis, of particular 
knowledge. This is Nature's method; whole things are 
first observed md considered, and then the pirts, 
which can be understood and comprehended only by their 
relation to the whole. It may be said, familiarly, 
that the thing to be understood is to be first 
examined, then taken to pieces, then put together 
again,--the whole being done with interest, thought, 
understanding.53 
By this process the child needs not commit facts to memory, 
for through the inductive ~ocess, the pupil may understand 
that with which he has dealt. The method unfolds more 
slowly if one would judge it beside those systems which 
emphasize memorization, because from the latter more 
immediate and striking results are possible from the 
observer's standpoint. However, the learner himself, 
through attention to inductive principles would expect to 
replace mere fact recitation with understanding and 
comprehension. 54 
In closing this portion of the discussion, a third 
consideration will be given, with material from Mason's 
53Mason and Seward, ££• cit., p. 8 
54~., pp. 8-11. 
' 
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text-books serving to corroborate pertinent premises 
resulting from the discussion. The books will be considered 
this time in their wholeness, rather than upon isolated 
sentences or short extracts. The Manual of !h! Boston 
Academy may serve as a justifiable beginning. 
From this publication, one becomes more aware, 
perhaps, of Mason's emphasis upon the idea of going from 
whole, to part, to whole. A study of the book indicated 
that, according to its author, children should first enjoy 
a period of rote experience in the infant schools. At the 
same time the class is instructed in this phase of work, 
the proper motions of beating time were also to be explained. 
Also, the children learned to sing the scale with syllables 
and were given much opportunity for individual singing. 
The object of all this was primarily to form and cultivate a 
musical ear. 55 
It appeared rather evident that a certain readiness 
program was relied upon to be developed in the very early 
years, in order that a preparedness was established for 
things to came. Through this exercise, latent powers were 
unfolded, and a known was established in the sane way as 
in the language arts. The child was taught to speak before 
55Lowell Mason, Manual of the Boston Aeademy of 
Music (Boston: J. H. Wilkins and~ B. Carter, 1836}; 
pp. 25-26. 
• 
• 
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he was taught to read in the latter instance, and in the 
former, he was taught to sing before being instructed in the 
rudiments of musical notation. However, in dealing with the 
whole in this most elementary stage, it was desirable in the 
case of Mason, as it was with Pestalozzi, that whatever 
elements could be pointed up ~passing received justifiable 
attention during the initial presentation. 
The second step in the procedure came in close 
parallel to those already discussed as the following infers: 
Children having had the advantages of preparatory 
instruction ••• should commence a formal and 
systematic course in the elementary principles of 
music, when about six or eight years of age. For the 
sake of regular arrangement, Rhythm, Melody, and 
Dynamics are here treated of separately, and the whole 
subject of Rhythm is disposed of, before that of 
Melody is introduced. It is not intended, however, 
that this course shall be followed in teaching; but 
the different departments should be pursued together, 
a part of each lesson being devoted to each.56 
The whole was now broken down into its elements, with 
each studied separately and minutely. It was interesting to 
note that the above extract indicated a departure from the 
Treatise of Pfeiffer and Naegeli. In their work, Rhythm 
was studied completely, and exactly, before Melody received 
any attention whatever. This second topic then claimed 
every attention before the third and final area, namely 
Dynamics, could be investigated. Mason, therefore, 
56Ibid., PP• 26-27. 
94 
preferred that all three topics be studied together, with 
one claiming no more attention than the other. 
The third step, that of recombining the elements into 
a new and complete whole, did not appear distinctly in the 
Manual. However, one can more-or-less accept t he implica-
tion that the whole was reassembled because complete mastery 
of all three elements indicated a comprehension of the 
entire subject. More will be said about this later, 
however. 
It is of importance to note one further quote from 
the book under discussion, namely, "So various indeed, are 
the circumstances of different classes that it is impossible 
to give any other than very general directions. 1157 At the 
outset of this section, a serious question arose over the 
fact that the Manual presented in a rather severe and 
mechanical way a series of musical elements, all of which 
were considered by Mason to be essential to the presentation 
of the subject at hand. From the above, however, one 
observes that Mason was well aware of the fact that the 
natur~ of the child's capacity determined the subject-
matter that could be presented. Likewise, and perhaps 
most important still, he was sensitive to the fact that 
no one could set forth a perfectly natural procedure that 
57 . ~., p. 27. 
, 
• 
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would fit each and every situation. Through the inductive 
system, it was up to the child to travel at his own rate of 
speed to observe and discover according to his own particular 
make-up, and derive from each subject that which would be 
most beneficial to him. 
The Song-Book of the School-Room, another important 
text written and published through the efforts of Mason 
and Webb, indicatad no particular method in the preface, 
but rather pointed toward either the Manual of~ Boston 
Academy or The Primary School Song Book for details perti-
nent to the procedure. However, it was made clear through 
the general exposition of the principles involved that 
Melody, Rhythm, and Dynamics were to be treated together, 
and not separately. Since the songs were placed in no 
particular order, it was left to the teacher to decide on 
the basis of the needs of the class, exactly those 
procedures that would be pursued, within the limits, of 
course, provided by the Boston Manual or the Primary School 
Song-Book. 58 
The inductive method was clearly apparent in the 
Primary School ~ Book. Children were taught musical 
sounds as expressive feeling, rather than as an entity to 
be learned for the sake of learning. A diligent effort was 
58Mason and Webb, The Song-Book of the School-Room, 
Loc. £11• 
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proposed to bring childl~en to an enjoyment or music ror 
music's sake, which was the element rirst to be developed 
berore the sign was considered. According to this text, a 
child never uttered a tone unless he was rirst capable, 
through his experience, of attaching a meaning to it. In 
the initial stages of musical instruction, the meaning given 
to tone in rote singing was expressive feeling.59 When the 
class had been taught to sing musical phrases and songs with 
ease, they were prepared for the second step accordi~ to 
the inductive method, or in other terms, ready to proceed 
to the unknown, or in still another way, in a position to 
move to the next eccentric circle. 
Careful attention was paid in this book to present 
each lesson so thoroughly that a novice could teach himselr, 
or that even a mother could instruct her child. A typical 
lesson is herein presented in order that one may se e 
evidence of Mason's attempt to psychologize music education 
in the same way as Pestalozzi did in those areas he chose to 
develop. 
Division or Time into Measure 
1 . Let the teacher count deliberately, distinctly 
and equally, as rollows: one, two; one two; one, two; 
one, two. 
Note. - The word 'one ' should be spoken to the 
rising, and the word 'two' to the falling inflections; 
59Mason and Webb, The Primary School Song-Book, .2.1?.• 
_ill .. , P• iii. 
• 
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In Melodies, the procedure was appreciably the same. 
The scale, 1 and 2 (the scale was never at once presented 
since Mason conceived that the thing was the individual 
note); this time the two tones were comb:l.ned into measures 
and sung in various combinations ; the Scale - 3; the Scale 
- 4, and as in the previous lesson headings, the various 
combinat i ons of 1-2-3- 4 were sung; The Scale - 5; The Scale 
- 6; The Scale - 7 and 8. After numbers were attached to 
the tones, the letter names were II' esen ted. Skips were then 
introduced, insofar as the tonic skips were concerned. Next 
the staff was pr esented, but in a fashion again that 
indicated the inductive method, even though it was carried, 
perhaps , t o t he extreme . Lesson for lesson, the staff was 
presen ted line for line in the following manner: 
~ 3 • • --~,-~~r---r~--~------~·~--------- ---4·~~·~---------
• • 
• • b. •• 
Examples, as set forth above fr om the Primary School Song-
Book s erve to point up the emphasis which Mason placed upon 
this phase of Pestalozzian thought. 
The Son_g Garden Series Il'Obably presented the most 
clear-cut pictur e of the use of the inductive method so far 
• 
as Mason's texts were concerned. The series contained three 
• 
• 
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books, the first was arranged for the elementary grades, the 
second for intermediate grades, and the third for those 
students in the age group of perhaps thirteen to fifteen. 
One would hesitate to say that the last book was primarily 
for high school, for at the time of the Civil War, high 
school enrollment was relatively low, and of the students 
who commenced public secondary education, few completed the 
necessary four years. 
Most of the songs incorporated into the first book 
were to be taught by rote. The primary aim of the text was 
to initiate the pupil to "appropriate emotional and tasteful 
expression.n61 The same reference indicated that, according 
to Mason , this was the natural process of learning to sing, 
just as it was natural for children to speak ·before they 
read. Through this rote experience, the value derived was 
basically recreational in nature, but to press further, 
mental exercise was likewise a desideratum. According to 
the author's initial remarks, one gathered that through 
imitation, the children caught an idea of the "technical 
accuracies of time and tune."62 The last premise explained 
itself more clearly through the whole ~ part to whole 
principle . In the first book of the series, the primary 
61Lowell Mason, The Song Garden Series~ I (Boston: 
Oliver Ditson and Company, 1864), p. iv. 
62Ibid. 
• 
• 
undertaking was rote work. 
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However, everything that could 
be pointed out to the student, insofar as the technical 
elements were concerned, was readily explained. Not until 
Book II was presented did a serious study of the parts 
become apparent. One may speak with a certain amount of 
authority as to the aspect of the method just described 
because the system espoused therein was the Phrase Method, 
a plan comparable to the Word Method in the language arts. 
Through either of these ways of presentation, both of which 
were decidedly similar, the child was not obliged to have 
any previous knowledge of letters in the case of the latter, 
or of symbols of notation in the use of the farmer situation. 
The principle of both, the Phrase or the Word system, was to 
awaken the attention and draw out the intuitional powers of 
the child preparatory to a. more analytic course of instruc~ 
tion which followed later. It became important, according 
to Mason, that when teaching, the attention of the pupil 
was first called to that which signs should later represent. 
Under such circumstance, oral work preceded the written, 
and in music the exercises given were first sung to the 
class repeatedly, and then sung through imitation by the 
children. Not until such preparation was achieved was the 
class considered ready to see or cope with the representation 
of what had already been sung. 
• 
• 
• 
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According to the above, it seems fall> to conclude 
that Book II abosrbed itself' with the parts or the elements 
of' music in a way as to treat the most minute subdivisions 
in very exact md precise terms. Whereas Book I presented 
much of' the Etame material which appeared la.ter in the second 
book of' the series, it was presented in its wholeness in 
order to permit whatever was within the child already to 
unfold as naturally and as orderly as possible. 
In order to make a more concentrated effort upon the 
parts more feasible, Book II was divided into two sections, 
the Theoretical and the Practical. The theoretical section 
presented its precepts in a very brief and sc:J.entific way, 
as opposed to the practical which led naturally from one 
thing to the next, always focusing attention upon the thing 
before the sign. '11he practical work came first, for through 
the exercises, the thing was presented. 1l'he theoretical 
came second, as it was in this portion of the book that the 
sign was given as the written representation of' the thing. 
This last part offered no lesson plan, as such. One merely 
found a list of those elements or essentials placed in an 
order that apparently appealed to the author as logical and 
natural. From the written descriptions appearing in the 
theoretical section, one found it rather difficult to derive 
a desirable procedure of presentation without flrst having 
an acquaintance with that portion of the practical part 
which was coincidental with it. 
• 
• 
102 
Two interesting asides may herein be included, even 
though their importance to this study may be dubious. The 
syllables (do, re, mi, etc.) were considered by Mason as 
aids to the student in acquiring relative pitch, but they 
were distinguished as separate and apart from the proper 
names of the scale tones which were referred to more 
correctly by the use of numbers, (l-2-3 etc.). A study of 
the song section appearing in Book Two indicated the fact 
that the practical and theoretical work were taught by the 
exercises only. Although the songs were delightful, they 
were not seemingly applicable to the procedures as they 
appeared in the other two sections. Flat chromatics, for 
example, were thoroughly represented in the practical and 
theoretical sections, but only three songs included any 
kind of material suitable for the study of this problem. 
Songs including sharp chromatics numbered as many as fifty-
one. However, only three were adapted to the procedure 
of presentation, namely sol-fi-sol, and no songs, whatever, 
were included for thas e sharp chromatics other than f'i, 
although they were treated with a considerable degree of 
thoroughness in the earlier pages of the book. Attention 
was given to the ascending chromatic scale in that portion 
of the text given over to the practical work, yet chromatic 
songs included in the last section contained only wide and 
difficult skips for which the book offered no preparation. 
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Further, although all rhythms were somehow drawn out of the 
theoretical and practical pages of the text, there were few 
songs in which the simpler rhyt~ found opportunity for 
particular application. 
Book III, as one may expect from the earlier 
exposition of the inductive principles, recapitulated those 
parts which had heretofore been given to minute study in 
the second book of the series by a qtestion and answer 
method. The songs included in this last text were longer 
and more difficult which, upon study, indicated to a certain 
satisfaction that here the parts were now put back together 
once more. 
After taking all three books under consideration, it 
was found that the same principles were presented three 
different times in three different ways. In Book I, the 
whole was presented to awaken the attention of the pupil; 
in Book II the whole was broken down into ita parts with 
each element studied with remarkable and minute care; Book 
III completed the round by placing the elements back into 
a whole with meaning replacing the earlier intuition. 
Faculty Psychology. Pestalozzi wished to 
psychologize education, and after having considered Mason 's 
views toward the inductive method as prescribed by the great 
Swiss educator, it is conceivable that both men held 
together identical aims. The man of Yverdon was interested 
• 
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in the education of the whole man, as an earlier discussion 
of this subject seemed to indicate. After reading a passage 
from the Manual, one may be inclined to agree that Mason 
shared the same view. Education represented to him 
"nothing else than the harmonious development and cultivation 
of all the facul ties!'63 He felt that education embraced the 
whole man. 
The Boston educator directed instruction through the 
"harmonious development and cultivation of all the faculties, 
the musical talent, as well as others, ought to be incited, 
developed, cultivated, and rendered strong.n64 The above 
extract led one to consider that Mason's list of faculties 
exceeded those of Pestalozzi. Referring back to the man 
from Yverdon, one recalls that his efforts were essentially 
placed upon three faculties; the head, the heart, and the 
hand, or the physical, intellectual and moral capacities. 
His emphasis was not on subject matter, for he believed 
that the business of education primarily was fundamentally to 
start the machinery of the individual into motion, and to 
keep it going, but the results achieved were only those 
discovered or perceived through a thinking individual. 
63Lowell Mason, Manual of the Boston Academy of 
Music (Boston: Carter, Hindee and Company, 1834), p. 18. 
64Ibid. 
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Further information revealed, however, that Mason was 
not essentially concerned about adding music to the 
curriculum for music's own development, because, from a 
reliable source one reads: 
All agree that it is by the various studies pursued 
that the powers of the mind expand. • • It is not 
the mere knowledge Which is desired, but it is the 
expansion of the human powers6ghich is the result of the acquisition of knowledge. 
Therefore, one was led to accept the fact that Mason looked 
upon music as one more means of developing the whole ~~ 
and not in the narrower sense of developing necessarily and 
entirely a musical man. In the Boston Manual, it was found, 
among the reasons why music should be cultivated, that vocal 
music was conducive to health for suCh training expanded the 
chest, and through such exercise, increased the activity of 
other vital organs; also vocal music in its elevated form, 
improved the heart, or in other words, the moral faculty; 
and again, that this same activity as it was set forth in 
the manual, was intellectual. Therefore, it seemed 
reasonable to assume that both men looked forward to 
identical goals. The only possible difference that might be 
inferred was that Pestalozzi seemed more concerned with what 
the entire gamut of education contributed to the development 
65Daniel G. Mason, "A Glimpse of Lowell Mason from 
an Old Bundle of Letters," The New Music Review, XXVI 
(January, 1927), 49. --
• 
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of the three faculties, and Mason ' s primary consideration 
rested in what music was capable of contributing to the 
development of the whole ~' namely , through the physical, 
intellectual, and moral elements of man 's make-up . 
Observation. Attention was focused upon Pestalozzi ' s 
emphasis on Anschauung as it regarded an observation of the 
child in order to ascertain new and more positive psycho-
logical principles upon which to base a more plausible 
educational process than had existed prior to his efforts 
in the schools of Switzerland. Since Mason claimed, at 
least, to have followed through with that which the man of 
Yverdon ascertained, it followed that for the purpose of this 
study, an investigation on the part of Mason regarding this 
aspect of psychological inquiry seemed to be superfluous. 
The primary point of interest, then, centered upon how 
closely the Boston Music teacher adhered to developmental 
principles already evolved. Therefore, the following 
discussion deals primarily with that aspect of observation 
which contributes to the instructional procedures. 
Observation, as it has been dealt with previously, 
inferred very dir ec tl y to learning by sense perception . Any 
phenomena studied according to the Pestalozzian concepts were 
placed under the observation of the class, and more 
specifically the individual. Through the touch, the eye, ear, 
smell, or taste, an acquaintanceship of the characteristic 
• 
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properties of the object were conveyed to those involved 
with the subject~' with the result that the thing became 
infinitely more important to the learner than did its 
66 
representative sign. 
A sample lesson, taken from Mason's Manual, may serve 
to clarify the type of observation presented in the above. 
It may be presumed that before the following lesson is 
presented, the class has been taught the first four notes 
of the ascending scale on la, by number, and by ear. 
Tones and Semitones 
Sing (the class) the preceding series of sounds 
upwards, and give close attention to the steps between 
them. 
The Scholars sing. 
Are the steps or intervals between these sounds all 
equally large? 
(Note) If the scholars do not immediately perceive 
that the interval between the third and fourth is smaller, 
the teacher sings these sounds to them ~ times: but 
the fourth perceptibly weaker, until the scholars 
perceive the interval of the semitone. He says to them, 
the fourth dot of the scale (used for illustration) 
stands near the third, for this reason, because from 
the third to the fourth, the interval or step is only 
that of a HALF TONE or SEMI TONE: and the other dots are 
further apart, because the intervals between them are 
WHOLE TONES or TONES. 
What is the distance from one to two? From two to 
three? From three to four?67 
66Lowell Mason and Theodore Seward, The Pestalozzian 
Music Teacher (New York: C. H. Ditson and Company, 1871), 
pp. '7-10. 
67Mason, Manual, ££• cit., pp. 106-10?. 
• 
• 
• 
108 
The child was, in this manner, taught through his senses to 
hear the lesson, and afterward asked to expound in his own 
words the results he achieved through hearing, or seeing the 
lesson as it was unfolded before him. In like manner, other 
problems of the same, or of different kind were presented 
and solved. The Song Garden Series presented another 
interesting example of the importance of Observation. 
It is most important that in the process of teaching, 
the pupil should be made acquainted with the reality, 
the object, the thing, whatever it may be, a knowledge 
of which it is the design of the teacher to impart. 
This should proceed both names and signs. Thus, if it 
be the design to give an idea of the comparative length 
of sounds, sounds differing in length must be so 
presented to the mind of the pupil throu~h his sense 
of hearing, that he may perceive that difference. After 
this has been done, but not before, names, description 
of length, may be given, and notes, slgn s of length, 
may be exhibited.68 
Upon closer scrutiny of the Song Garden Series, one 
discovered a more subtle example of Observation. The lessons 
were written in regularly related sets, in order to awaken 
and also to train the rhythndc sense to perceive symmetrical 
movement. In other words , the lessons were written in such 
a way as to make the child naturally ~ a period of eight 
measures, and that such could be divisible into two 
phrases.69 
68 Lowell Mason, The Song Garden Series ~ II 
(Boston: Oliver Ditson and Company, 1864), p. 21. 
69Mason, Book I, .2£• eit., P• 8. 
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Such examples as have been presented above seem 
sufficient to indicate to some degree that Observation or 
Perception was one of the important principles and practices 
of both Pestalozzi and Lowell Mason. Doubtless, the premise 
more than suggested itself through the discussion of the 
inductive method, but the value of Observation to the whole 
seemed fundamental and so vital, as to deserve singular 
attention. 
Faith. In this age of hydrogen and atom bombs, the 
citizens of the world are taught by word of mouth, and by 
printed matter that there exist weapons capable of such 
destructive power that civilization itself may well be 
completely obliterated in the event of another war. People 
tremble at the thought of their use, and statesmen tend to 
reevaluate national and international policies in order not 
to be accused of sidestepping peaceful solutions to the 
problems of the day. This situation has not occurred 
without cause, but in the final analysis, only two such 
bombs have ever been used in war time, and those explosions 
were witnessed, as also have the experimental tests, by 
such a comparatively few persons, that the general public 
could not be said to have learned, first hand, about the 
devastation which has resulted from the use of such weapons, 
but rather, they have accepted the information on pure 
testimony of faith. 
• 
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When one stops to consider certain facts with which 
one deals fran day to day, it is possible to find, as hope-
fully the above has suggested, certain nuggets of informa-
tion that cannot be acquired through iw~ediate perception 
of the senses; they go infinitely beyond our experience, 
and only through faith can one accept them in conventional 
usage. In the teaching profession, for example, a learning 
situation is set up by the teacher, the children follow 
through with the experiences suggested, and yet by what 
process can the instructor positively evaluate to what degree 
each child benefits from that Which is pursued? Testing is 
by no means the complete answer. Faith is a principle with 
which education can not do without. 
Pestalozzi directed through the inductive method 
that education can only start the learner on the path of 
discovery. From then on, it was completely up to the pupil, 
through his own independent action, how and what he learned. 
Sharing the same thought, Mason wrote in his Manual, that 
the teacher's part accordingly was "so to lead them to the 
information, as to excite their curiosity, and fix their 
attention." 70 Through an investigation of his materials, 
it seemed that the psychological order of the principle 
70Mason, Manual, ££• cit., p. 10. 
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elements of music was so carefully conceived that the know-
ledge contained in the lessons might be acquired by the 
pupils themselves without aid from any outside source. 
Faith then occupied an important place with Mason 
just as it did with Pestalozzi. The actual learning was 
the child's own responsibility, he achieved it in his ovm 
way rather than through the dogmatic exposition of the 
instructor. 
It stands to reason, then, that Mason, as other early 
developmentalists, stressed the fact in his teaching that 
the individual became the focus of attention rather than 
society at large. Under such circumstance, each class, and 
more specifically, each individual member of the class, 
travelled in his learning situations at a different pace 
from the rest of his peers. Much of Mason 's writing made 
this observation quite clear. An extract from the Manual 
serves as an excellent example. "So various indeed are the 
circumstances of different classes that it is impossible to 
give any other than very general directions."71 Mason held 
that things should be adapted to "the capa.ci ty of the schol-
ars, and the circumstances of the class."72 
Self-Activity. The entire process of learning, 
according to Pestalozzi, actually revolved around the 
71 ~., p. 27. 
72 ~., P• 28. 
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principle of self-activity. Learning was the result of the 
interaction of the child with external stimuli, and such a 
situation was impossible to achieve unless the child 
experienced through his own doing. The pupil's own self-
development re l ied completely upon those activities with 
which he became thoroughly engaged. 
Mason insisted upon the thing before ~ sign. The 
thing was made a part of the child through his experience 
with and observation of it. Earlier it was remarked that 
moral education was one of the uppermost aims of Mason so 
far as music education was concerned. It was not taught 
through a procedure that demanded memoriter work, but rather, 
the children learned by singing, deriving their values from 
the words and the beautiful melodies they sang. Children 
were likewise taught the technical accuracies of time and 
tune by singing. 73 The oral phase was always projected 
before the written, and to accomplish this in music, the 
exercises were first sung, and then the written representa-
tion followed afterward. In all the text-books, this 
identical procedure was found in use. Primary attention was 
focused upon the principle of self-activity, for through 
this, the child grasped the thing before the ~~ and was 
73 Mason, Book I, 2£• cit., p. iv. 
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specifically taught the elements after first having had the 
opportunity of working at it through exercise and song • 
Interest. According to Pestalozzi, the teacher's 
function was that of a stimulator, and as such, his success 
rested in the degree to which he motivated the child into the 
path of discovery, a condition to which interest was 
fundamental. This precise attitude was reflected in the 
writings of Mason sufficiently to serve as reasonable evidence 
that he put into action this precept as thoroughly as did 
the Swiss philosopher who inspired him. The following is 
offered in testimony: 
He always interests his pupils, and makes the path of 
knowledge pleasant. His teaching is so conducted as 
to employ both the head and the heart; and the training 
exercises which necessarily follow instruction are alway~ 
adapted both to secure to the pupil, as his own 
available property, the knowledge he has acquired, and 
to fasten it in the mind by some agreeable process.74 
From his travels abroad, Mason wrote about a teacher he 
visited, saying, 
His method was eminently Pestalozzian, full of interest, 
always lively, never wearisom, filled with variety of 
illustration, and in all respects satisfactory.75 
Additional testimony, found in the following, may 
serve to further corroborate remarks indica ted in the above : 
74 Mason and Seward, £E.. cit • , p. 11. 
75Lowell Mason, Musical Letters from Abroad (New York: 
Mason Brothers, 1854), p. 142-146. 
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Be careful that the lessons do not weary the pupils; 
do not continue them longer than they continue to 
afford pleasure to the learners. Nor should the song-
lesson, nor any other lesson, be pro~gnged so as to 
become wearisome and unpleasant. • • 
Although Mason seemed keenly aware of the necessity 
for interest in the teaching process, he cautioned others 
against the use of it as the cure-all for each and every 
educational ill. 
It is true that all study should be made pleasant and 
attractive; but there is in music danger of going too 
far, of degrading the singing lesson into mere sport, 
play, or pastime, or even so low as merry-making or 
buffoonery quite unbecoming a school-room.''? 
From the evidence projected immediately above, it 
seems possible to deduce that, according to Mason, interest 
becomes an essential requisite to good teaching situations. 
Interest is the warp and woof of motivation, which in turn 
activates the child to self-activity, which leads to eventual 
self-development, the end-all so far as Pestalozzi's 
conception of education's ultimate aim. 
Reasoning. It was a primary contention of the Swiss 
educator that subject-matter, as such, was the leas t 
important, and least desirable of the servic es Which 
education was capable of rendering its constituents. 
Learning found its richest contribution in · setting minds in 
motion, and continuing them in perpetual activity. Mason 
76Mason, Book I, .Q.E.. cit. , p. v. 
77Mason, Book II, ££·~·, p. 3. 
• 
• 
115 
thoroughly embraced this principle throughout his practice 
as one may deduce from materials through which his thoughts 
on education were exposed. 
The Manual, as well as the other text-books written 
by Mason, na~~rally had, as one of its major goals, to so 
project the information that a pupil would achieve the 
ability to read music. However, from this same source one 
finds: 
It is not so much the Object of education to store the 
mind with knowledge, as to discipline it. That person is 
not the best educated, who has learned the most, but he 
who knows best how to learn.78 
As a matter of fact, this same condition is expressed as 
one of the advantages of teaching music in the public 
school. Mason wrote, " The course of instruction pursued in 
the Manual is intellectual and disciplinary." 79 Such 
extracts serve, at least, to point out the fact that Mason 
was keenly aware of the same principles as have been 
defined through Pestalozzi. However, reasoning, as such, 
has not appeared so far in this discussion. Should definite 
statements be forthcoming, an explanation of just how Mason 
achieved this element would be appropriate in order that one 
may judge whether or not the principle was applied in the 
same way as in those schools throtgh which the great Swiss 
educator directed. 
78Lowell Mason, Manual of the Boston Academy of Music 
(Boston: Wilkins and Carter, 1836), p. 26. 
79Ibid., p. 23. 
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The Manual lends itself well for an exposition of that 
which this discussion lacks up to this point. 
His (the teacher's) object is to lead them to the 
desired information, as to excite their curiosity, and 
fix their attention. Knowledge acquired in this manner, 
is deeply impressed on the mind, and therefore durable. 
This is what we understand by the Pestalozzian system 
of instruction, which has been introduced into other 
branches of education. • • It always pleases scholars 
to find out things themselves; and what is thus learned 
is not only remembered but understood.ao 
The first portion of the quote serves only to recall that 
through the inductive sys tern, the child is led on the path 
of discovery, yet what the child learns is completely a 
personal thing between the learner and the stimuli which 
the environment has perhaps provided. This discovering, 
according to the remainder of the extract, refers possibly 
more to a flash of insight, or Gestalt, using terms with 
which one is more familiar today, than the mere recognition 
or notice of &umething quite obvious and remarkably new. It 
infers the putting together of singular elements into a new 
and completely different order, the process of which 
indicates thinking or more definitely, reasoning. 
Much attention in Mason's texts was placed upon a 
question and ans~~r scheme. This may be looked upon in two 
different ways. In the first instance, one might accuse him 
of redeveloping a catachisrnic approach, if it were not for 
,. 
80Ibid., p. 12. 
117 
the fact that he stresses the need for children to acquire 
knowledge by themselves rather than from the dictation of a 
teacher, or through a laborious memoriter process. One can 
be reasonably safe in saying then, that this question and 
answer technic is used in an endeavor to draw the inside out, 
or in other words, it probes the child ' s mind in order to 
determine the degree of understanding which the pupil has 
achieved through his own personal effort. 
The Song Garden Series serves as a particularly good 
example of this use . The first two texts resorted to the 
presentation of the elements of music, using technics 
already described. Book III recapitulated the information 
already exposed in a completely interrogatory form. The 
object of these books, as indicated previously, was to place 
the elements or parts back into the . whole from whence they 
were taken. Therefore, one was left with the plausible 
solution that the process of ~utting back was achieved by 
questioning an understanding of the whole. Although answers 
were provided, it seemed more reasonable to assume than not, 
that this understanding was satisfied through asking the 
child to answer in his own words, rather than to have him 
repeat, with robot efficiency, the answers verbatum. 81 The 
case seems to consummate itself relatively well in the 
following:. 
81Lowell Mason, The Song Garden Series Book III 
(Boston: Oliver Ditson and Company, 1864), p. iii.-
• 
The answers of the pupils, as here written down, are 
supposed to be substantially such as they will give 
if they really understand the subject; and, on the 
supposition that they are not deficient in mental 
capacity, and have given proper attention, if they do 
not understand, it must be the teacher ' s fault. It 
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is hardly necessary to add, that it is by no means in-
tended that these, or similar answers, should be put 
into the pupil ' s mouths from without, or that they 
should learn them from a book; on the contrary, they 
are always supposed to proceed from what is within, or 
from the knowledge which they8~ave acquired in the exercise of their own powers. 
Reasoning seems, then, to have been a potent element 
among the principles Mason used in order to conform to those 
essentials developed by the man in Switzerland who not only 
inspired him, but provided him with the wherewithal! to teach 
in the manner of the new developmentalism which has proved 
a potent for ce in the field of education ever since t he turn 
of the nineteenth century. A debt is due Mason as one of the 
few early disciples in this country to realize the value of 
the new enlightenment coming to our shores from abroad, and 
who, by his living example, prepared the way for new and 
better education. 
A Reconsiderati.on of Method. At the beginning of 
this section, method was set aside in order that attention 
could primarily be focused upon the philosophical and 
psychological principles. Now one is left to a considera-
tion of the former since a complete comparison between the 
82 Mason and Seward, .££• cit., p . 12. 
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two educators cannot be considered satisfactory unless all 
possible areas are given proper attention, a.nd affirmative 
findings are satisfactorily located in each. 
In the opening paragraphs of this portion of the 
chapter, surprise was indicated at the coldly calculated 
systems of presentation found in both the Treatise of 
Pfeiffer and Naegeli, and the Manual of the Boston Academy 
of Music. Yet, if one should be asked the question, Do 
these systems, although they do not agree completely, 
represent the sum and substance of Pestelozzianism?, he 
could answer the query completely in the affirmative. 
It was alleged, and the allegation was supported by 
evidence, that Pestalozzi regarded Naegeli's work in the 
field of music as a satisfactory organization of elements 
according to the principles set forth by the Swiss educator. 
The exertions of my excellent friend Naegeli, who has 
with equal taste and judgment reduced the highest 
principles of his art to the simplest elements, have 
enabled us to bring our children to a proficiency which 
on any oth§S plan must be the work of much time and 
labor. • • 
However, the smae letter pointed out that "· •• it is not 
this proficiency which I would describe as a desirable 
accomplishment of education. n84 This remark suggests that 
83Lewis Flint Anderson, Pestalozzi (New York: 
McGraw-Hill Book Company, Inc., 1931), pp. 175-177. 
84Ibid. 
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an orderly systematization of elements does not by any means 
indicate that at the time those parts are reassembled into 
the whole, the new representation must retain that identical 
appearance which had previously been perceived. As a result 
of the inspection of the parts, certain concepts which lead 
to aims higher than those of just familiarity of the elements 
must be attained, and this apparently has to do with the 
presentation of more than merely a systematic projection of 
the parts. If this is true, method, although conceivably 
important, does not necessarily embrace all the material 
that one must propose to teach. As a matter of fact, it is 
i maginable that two distinctly opposing methods could base 
themselves upon identical philosophic and psychologic 
foundations. For corroboration of this position, attention 
is directed to an extract already quoted within the pages 
of this chapter which, for convenience, is repeated 
immediately below. 
But a book has no voice, it can not produce a to ne; 
any attempt therefore to give instruction in a printed 
form must be confined to descriptions, definitions, or 
symbols, for the reality can not be given.85 
Such an hypothesis is rendered more logical and more 
plausible through the work of Mason, because no language 
barrier exists as it does with the work of Naegeli. One 
works directly with knovms throughout, rather than with a 
85 Lowell Mason,~· £!!., p. 22. 
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foreign tongue, or extracts, or translations. In Mason's 
Manual, as well as his other texts, one finds him continually 
comparing his method to that of Pestalozzi, ~ven though his 
order of elements is different from those of Naegeli and 
Pfeiffer. This condition may be enough for some people to 
condemn his efforts, insofar as contending that his method 
is in any way related to Pestalozzianism. However, even the 
teacher from Yverdon does not suggest that any particular 
order is sacred, so long as the teacher reduces his material 
to the most elemental parts. Mason, in his writings, 
reflects the same attitude when he says, ". • • the 
Pestalozzian system is nothing more than a careful analysis, 
and a methodical and systematic arrangement of those 
elementary principles of music which are common to all •• '!86 
It seems a reasonable assumption then, that any method, so 
long as it reflects an attempt at being logical and 
progressing more or less from the simple to the complex, can 
be said to meet with Pestalozzian approval. 
Pestalozzi said regarding music reading, in his 
letter to James Greaves: 
• • • it is not this II' ofi ciency which I would describe 
as a desirable accomplishment of education. It is the 
marked and most beneficial influence of music on the 
86Lowe11 Mason and Theodore Seward, The Pestalozzian 
Music Teacher (New York : c. H. Ditson and Company, 1871), 
P• 9. 
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feelings, which I have always observed to be the most 
efficient in preparing, or as s1 were, attuning the 
mind for the best impressions • 
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Mason said, "Music's highest and best influence is its moral 
influence. trS8 A qualification then is found in those unseen 
values that must be inculcated with and through the procedure 
in order that the whole representative of Pestalozzi's third 
step (Whole-Part-~bole), is not the sum of its parts, but 
rather that the elements hs.ve compounded themselves into the 
realization of the major aim, or goal that has been 
predetermined by an over-all philosophy, and realized through 
a practical p~chology. 
Recapitulation. Music education in the public schools 
of this country is perhaps the result of a cataclystic action 
of three distinct elements that compounded themselves in 
Boston during the third decade of the nineteenth century. 
The first essential was the arrival of Mason in the city 
where this reaction was to take place. In the second 
instance, rays of the New Enlightenment were beginning to 
seep into the educational thought of this country, and 
perhaps because Boston continued its close cultural ties 
with Europe, that being a seaport city, news arrived more 
quickly there than many other places, and because 
87Anderson, ~· cit. 
88Lowell Mason, The Normal Singer (New York: Mason 
Brothers, 1856), p. ii.---
• 
manufacture and shipping were its sources of livelihood, 
education was of extreme import, the new philosophy of 
Europe found particular interest 1n this city. The third 
element, which probably served as the cataclyst between 
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the two former ingredients was in the person of Woodbridge, 
who made it his business to acquaint Mason with the thinking 
of Pestalozzi, and with the materials pertinent to the 
teaching of music according to the new philosophy through the 
Treatise by Pfeiffer and Naegeli entitled Gesangbildungslehre 
nach Pestalozzischen Grundsatzen. Not only did Woodbridge 
make the effort to see that this material was placed in 
Mason's hands, but translated a sufficient amount of the 
work in order that Mason might completely understand all 
explanations and directions. An experiment was carried on 
by Mason and Woodbridge wherein the new principles were used 
with about two hundred men and women, and the results 
achieved exceeded any expectations that Mason dared to 
entertain prior to the new endeavor. As a result of the 
success, Mason was completely won over to the new system, 
and transferred it immediately to his juvenile classes wbi ch 
grew to a tremendous number of enrollees. Imbued with the 
ambition of introducing music into public education, Mason 
elected to accept the new principles as the fundamental 
thought around which his teaching would rest. 
• 
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Webb joined Mason in the work, and through their 
combined efforts, the Boston Academy of Music, which 
promulgated many measures toward the betterment of music 
education, was organized. It was very likely the work of 
this Academy that provided the last necessary impetus toward 
the acceptance of music into the curriculum of the public 
schools. There were, of course, other contributory factors, 
but Mason brought as much pressure to bear as he possibly 
could; affected a diligent and effective sales campaign in 
behalf of the venture; and volunteered his services for one 
year without remuneration to teach music at the Hawe s School 
during the season 1837-38. Thereby, he succeeded in selling 
the School Comndttee of Boston the idea of opening t he way 
for the introduction of music into the curriculum, insofar 
as the higher classes of the intermediate schools were 
concern ed. 
Mason apparently spared no effort in order to embrace 
within his system the principles projected by Pestalozzi . 
According to every comparison made in the body of this work 
between the Boston teacher and the Swiss educator, comple te 
accord was noted insofar as concerned the question of how 
to teach. Because Mason based some of his thinking upon the 
Treatise of Pfeiffer and Naegeli, which to some degree was 
not in complete accord with the basic aims of Pestalozzi 
in regard to the subject of music per se, and forasmuch as 
• 
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Mason chose to carry on some of the sing ing sch ool traditions 
in the new public school venture, h~ procedures were colored 
by a certain formalism which might not have been completely 
c ompat ible with the original postulates of Pestalozzianism 
with respect to music education. 1rher efore, in conclusion , 
it must be pointed up that with regard to what to teach, a 
major difference may be said to have existed to this 
degree : Pestalozzi included music as purely and simply a 
means to influence the feeling s, where Mason understood 
music to affect the spiritual condition of the child, while 
he also acquired a profic i ency to deal with the printed 
score . 
• 
CHAPTER IV 
hiDSIC EDUCATION AND DEVELOPMENTALISM 
I. CURRENTS OF THOUGHT IN THE SECOND HALF 
OF THE NINETEENTH CENTURY 
Introduction. Events seldom, if ever, precipitate 
themselves in such a clearly defined way as to make distinct 
chronological treatment feasible. It is a rarity indeed 
when one can precisely partition the end of one sequence of 
events from the beginning of another. Music education proves 
in no way to be an exception to this condition. 
Public school music was gaining ground steadily 
through the first half of the nineteenth century, and it 
continued to do so far the remaining fifty years. However, 
figures available do no t permit the profession to presume 
any kind of over-confidence that music at this time was in 
the least completely sold to the American public school. 
In a special report, found in the National Educational 
Journal of Proceedings for 1889, one reads the following 
resolution : 
Wbereas, the Department of Music Instruction of the 
National Educational Association recognizes the 
importance of promoting a general recognition of 
vocal music instruction as a regular brand of study 
in the schools; and 
Whereas , We believe that more definite information as 
to the extent to wln ch music is already taught, and the 
success which has attended its introduction into the 
schools so far, will greatly contribute to this end: 
therefore, 
• 
r. 
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Resolved, That this Department respectfully petition the 
Directors of the National Educational Association for an 
appropriation not to exceed one hundred dollars, to be 
expended under the direction of the officers of this 
Department during the next year in obtaining such data 
by addressing circulars of inquiry to the State and 
county superintendents of the respective States, and the 
superintendents or secretaries of school boards in the 
leading towns and cities of tfue United States; and that 
the answers obtained be collated and tabulated, and be 
made the basis of a special report on the condition of 
music instruction throughout the United States, to be 
submitted to 1 this Department at its next annual meeting ••• 
After due consideration, the co~mittee made a list to 
include those places which contained 4000 inhabitants or 
more, besides adding a few other towns where the population 
had been known to increase quite rapidly during those past 
few years. The entire list, when finally made out, comprised 
1078 different villages, towns and cities. Responses came 
from 621, and from them the following information was 
derived: 
a. Areas where music was directed by special teachers, 
and carried on by regular classroom teachers were in 
the amount of 248 places. 
b. Those areas where music was directed by a special 
teacher only numbered six. 
c. No systematic instruction in music whatever was 
reported by 283 places.2 
lEdgar o. Silver, "Special Report on the Condition of 
Music Instruction in the Public Schools of the United States," 
National Education Association Journal of Proceedings and 
Addresses (1889), pp. 684-686. 
2rbid. 
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One is able to derive fran the above that systematic 
instruction in the fashion expounded by music educators was 
carried on by over fifty-five per cent of those areas 
reporting, but from a country as large as the United States, 
even at this stage of its development, one is bound to face 
the fact that music instruction was far from being 
unanimously accepted. 
It would appear, that if music was considered at all 
worthy, like any other product forsale, it would not be 
content to remain in its earliest and most primitive state, 
but push forward its development to the utmost degree of its 
service and capability. It would appear that two reasons 
stand out distinctly that make it impossible far this phase 
of the curriculum to continue precisely as it had begun. 
In the first instance, Pestalozzi's ideas were 
predominant, and the text books and methods revolved around 
his theories. He freed education from its medieval methods, 
but so far as reconsidering subject matter, this was yet to 
be done. Under such circumstance, music could hope to find 
acceptance only as it adhered to the academic traditions so 
long established in the American public school. Departure 
from the regular scheme of things would have endangered its 
new position to the point that it might easily have lost 
that status which it had fought so hard to aclueve. Such a 
condition relegated music to the area of formalism, which, 
• 
• 
129 
as was indicated in the preceding chapter, was precisely the 
place in which both Pestalozzi and Lowell Mason did not want 
music to languish. 
As severely as the text of Pfeiffer and Naegeli treated 
music reading, information stemming from Pestalozzi's own 
words contradicted in many ways the basic ideas of the two 
Gern~n musicians. In spite of the formal presentation seen 
in the Boston Manual, further study seemed to testify to 
the fact that music reading was not the end-all by any 
stretch of the imagination. The formalism therein contained 
was more-or-less so presented for the convenience of teacher 
or parent. For both the Swiss philosopher and the Boston 
teacher, music education was pointed toward infinitely wider 
aims than those defined, or at least connoted, through the 
teaching of mere elements. Misunderstanding, therefore, 
seemed to inject two points of emphasis in music education 
under the name of formalism and the name of freedom. 
Secondly, although immediate disciples of Lowell 
Mason had understood the aim and values of music education 
as projected by the great teacher, another movement proceeded 
to strengthen the formalist ' s position. Despite the fact 
that the situation had gone on for about twenty years, it 
was not really until just prior to the Civil War that results 
of the condition began to show themselves in the return of 
our musical pilgrims from their studies in Europe. Most of 
r 
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them had at first received their instruction in this country 
from teachers of European background. At the completion of 
their work in the United States, they went abroad in search 
of aesthetic refinement. Meeting in Europe an exotic and 
enchanting variety of customs, sights, and values, they 
assumed that foreign societies were stable, and far superior 
to vulgar America.3 Instead, then, of finding those aspects 
of Continental culture which might fit into the life and 
surroundings of America, they saturated themselves complete-
ly with what they found. As a result, cultured European 
gentlemen as they might reasonably have become, they were 
later to develop into nothing but misfits on this side of 
the ocean since American art and way of lif e, although 
perhaps primitive, was nevertheless developing a culture 
that necessarily grew out of its own soil. 
Some of those students remained in Europe to worship 
at the shrines of more culturally developed civilizations, 
but others returned to the United States in missionary 
attitude, their sole aim being to elevate the taste of their 
less fortunate brothers. This situation may permit the 
generalization that two kinds of Americans made this 
3charles and Mary Beard, America in Mid-Pa.ssage 
(New York : The MacMillan Company, 1939), pp. 755. 
pilgrimage to Europe; rirst, as Shaw infers, one has the 
kind representing Decadence, and second, he has the kind 
representing the Dilettant.4 
The one denoting the Decadent withdrew rrom the 
social order and round reruge in quasi-intellectual-like 
regions such as Green\nch Village, New York, or the 
Monmartre in Paris. The Dilettant, on the other hand, 
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appeared very much the same as the decadent, and proved to 
be just as little a social asset, but his attitude dirrered 
in some aspects. This type remained within the social 
circle, and perrormed his tasks therein. However, the 
culture was merely errected by such persons instead or 
assumed as an intellectual burden. This type found pleasure 
in beautirul objects of every kind, but did not completely 
realize their meaning as rorma of expression put rorth by 
the artist and to be received by the admirer. 
Because music in the public schools was relatively 
new, there were no teachers ready to fill the vacancies 
that were made as a result of this growing movement. 
Thererore, the dilettant walked from the gang-plank into 
the public school music posts. This ract, alone, may 
account a g~eat deal ror the end or our homogeneous musical 
lire. 
4charles Gray Shaw, Trends of Civilization and 
Culture {New York: American Book COmpany, 1932), pp. 95-98. 
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Up to this ti.me, musical cultivati on, such as it was, 
was common to a l l. Such culture, as could come from ~arning 
to sing and reading music both for old and young, was the 
product of this homespun institution. This culture was of 
genuine communi ty calibre, fUnct i oning in the home and in 
social and religious gatherings . Mason and his followers 
considered music an art which included every community 
acti vity; the school , church, choral society, and home. 
But after the pilgrims re t urned, they i n stilled into the 
American home a feeling of social superiority for solo 
performance which was exceedingly unfo r tunate, for nON, the 
second half of the n ineteenth century was to be colored by 
the fact that instead of emphasizing the aim of teaching 
America to sing, it proceeded all too often in instructing 
the individual to perform. 
It would be unfair to place all the blame on those 
that went abroad to study . Other factors contributed to the 
literal distraction of an infant American culture, which, 
had it been left alone , might well have grown into something 
exceedingly fine. Americans were rather slow to lose the 
feeling of being culturally subordinate to Europe . It must 
be quickly confessed that our creativity in the arts had 
barely begun, but all the same, what was done represented 
the American who feels and thinks in his own national terms. 
This condition is representative of culture in its true 
• 
• 
133 
meaning, no matter how primitive it may be considered in 
comparison with objects d'art created by civilizations that 
contain a stability which can only be possible t hrough ages 
of development. 
However, with this attitude of inferiority still 
relatively strong among Americans, it was easy to take a 
step backward with the sllghtest provocation. Although, 
before the middle of the nineteenth century, some Americans 
became famous and influential outside their own country, it 
was a long way from the appreciation of such single men to 
the acknowledgement that there existed a well-established 
American civilization. Men like Irving, Emerson, Hawthorne , 
Poe, and Cooper were hardly distinguishable as Americans in 
their writings. 5 
In architecture, the white-clapboarded dwellimgs of 
t he New England villagers epitomized an originality of 
culture. In the work of these carpenters, the essence of 
creative work is discovered. However, when a moneyed 
class arose, it demanded marks of conspicuous leisure, with 
the result that an imitation of the European classical 
tradition was imposed upon houses of American aristocrats. 
5Harold Rugg , Culture and Education in America (New 
York : Harcourt Brace and Company, 1931), p. 1 47. 
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The same people formed a new art-buying pUblic. Hence the 
classic forms of art, in which physical perfection had been 
most highly esteemed, were imitated.6 
The same condition represented itself in the music of 
the public schools. ~he aims, so clearly set forth and 
followed by the early singing school masters as well as the 
early public school music teachers, represented by and through 
Lowell Mason, were in danger of becoming stifled. The 
dilettant was the teacher, and yet he was probably less 
capable of interpreting American culture to Children than 
the plantation slave who, at least, lived and breathed in 
the atmosphere of our own natural accomplishment. Children 
who were adapting to the American spirit were emphatically 
told in many quarters that it was Europe where beauty 
emanated, not America. It may be assumed that many teachers 
now began to teach, not as scions of the Boston Music 
Academy or of the Singing Schools, bu. t as graduates of 
European conservatories. 
Thus, the last half of the nineteenth century is 
marked by two opposing movements, one representative of 
comparative freedom, and the other, decided formalism. 
Rather than to endeavor a partition of these two distinctive 
schools .of thought by dates, the last half of the nineteenth 
century will be constructed around two leaders, each in 
6~. p. 170 
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opposition to the other with regard to basic philosophy, and 
yet both consecrated to the most major aim, that or 
presenting school children with as much music as they were 
capable of absorbing. One must admit at the outset that 
both men were reasonably successful, according to their own 
values, and each man distinctly gave all that was within 
him in order to develop ~chool music to the very best of 
his ability. 
The formalists were under the direction and leader• 
ship of Holt. They demanded more exacting methods of note 
reading in the primary grades. Thea e who maintained a. more 
freely controlled procedure with regard to music were men 
who were imbued with that spirit directly or indirectly 
which originally emanated from the Boston Academy. The two 
schools were indeed different. In the latter instance, the 
ideal was prima~ily the socializing of the group by and 
th..rougb. music. Everyone participated regardless of the 
degree of talent he indicated, and the chor us , band,and all 
other such musical organizations became the major aim toward 
which the instruction was directed. In the former, the 
individual became the primary consideration, and only that 
material that prepared him for, or was likely to lead him 
to, professional-like independence was the singular 
function. The European-trained musici~l failed to realize, 
apparently, that he was dealing with a relatively primitive 
• 
• 
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civilization, and that music written for high-bred 
intellectuals of more stable orders was by no means a 
suitable diet for a country so comparatively under-developed 
and culturally unprepared as was the United States citizen 
in general at this particular stage of development. 
Emphasis shall be given in the following pages to 
Luther Whiting Mason, the .teacher who seems the most logical 
to carry on the work of Lowell Mason and those principles 
set forth by Pestalozzi. Bicknell supports this contention 
when, after menti oning both Lowell and Luther Mason as 
those men who established music instruction on sound 
underlying principles, he says, 
••• and all that we have since gained has been 
supplemental, and not substitutional, for our normal 
methods recognize: (l) Sounds as the objects of sense 
perception; (2) the gamut as the musical unit, and the 
unit of thought; {3) differences and resemblances the 
bases of judgements; (4} Learning to sing by singing; 
(5) cultivation of the creative and inventive facUlties 
in musical composition; (6) principles from practice by 
induction; (7) music as a means, not an end ••• 7 
From this, we may gather then that there is a definite 
connection one may look for between these two great teachers, 
with a possible extension or broadening of the principles 
that were already established. 
7Thomas w. Bicknell, "Music in Public Educati on," 
Music Teachers National Association Volume of Proceedings, 
(1886), PP• 176-184 . 
Luther Whiting Mason. The contribution music 
education is capable of making toward the betterment of 
man's moral nature is not over-looked by any means at the 
beginning, at least, of the p~iod this section is about to 
consider . From Dwight's Journal of 1861, one reads, 
The great point to be considered in reference to the 
introduction of vocal music into popular elementary 
instruction is, that thereby you set in motion a mighty 
power, which silently but surely in the end, will 
humanize, refine, and elevate a whole corumLnity ••• 
Music is allied to the highest sentiments of man's 
moral nature - love of God, love of country, love of 
friends. Woe to the nation in which these sentiments 
are allowed to go to decay1 What tongue can tell the 
Uiiutterable energies that reside in these three engines, 
Church Music, National Airs, and Fireside Melodies as 
means of infgrming and enlarging the mighty heart of a 
free people? 
Music 's general condition in 1861 was essentially the 
same in the public schools as that which was already 
unfolded in the preceding Chapter. Two half hours each week 
were given to vocal work in the grammar schools by the music 
inst~~ctor to the upper classes. The primary sc~ool classes 
likewise were given lessons in musical notation, but 
apparently only by the classroom teachers. 1he students 
were required to undergo music proficiency examinations in 
the same manner as that carried on with the other subjects 
of the curriculu.:m. in order to receive credit. Music was 
also carried on in the primary schools, but not to so great 
8 11 Music in Common Schools," Dwight's Journal of Iviusic, 
XIX (September 21, 1861), pp. 198-199. 
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a degree . Opening and closing exercises made use of singing, 
but apparently no course of study was set forth. It was 
merely a means for initiating devotions, enhancing patriotic 
exercises, or to break the monotony created by subjects upon 
which much more emphasis was placed. Girls' High and Normal 
Schools emphasized the teaching of students music in order 
that they in turn might teach vocal music in the public 
schools.9 ~e reader must be mindful that this condition 
is found in Boston sp~cifi cally, in order tha. t too general 
a concept may not be taken from the above. However, at this 
time one does look t o this city, as being supremely active 
in supporting music, so that what is done might be 
considered as representative at least of the most up-to-date 
practices of the time. 
The remaining portion of the nineteenth century was 
not to allow itself to stagnate, but rather to move toward 
an ever finer development. As early as 1860, the idea of 
introducing music as a subject into all classes was enter-
tained in those circles that maintained close touch with the 
pulse of the best educational practices.lO Further research 
indicates that,in many quarters, educators and parents were 
9"Music in the Public Schools of Boston," Dwight's 
Journal of Music, XX (December 14, 1861), 11. 
lO"Musi c in Schools, 11 Dwight's Journal of Music, 
XVII (September 15, 1860), pp. 194-195. 
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apparently more than ready to accept music into primary 
education early in the decade of 1860. The only thing that 
prevented the extension of such training into this area of 
education was in the fact that no suitable texts or 
materials were available to set such activity in motion. 11 
The answer to the problem was apparently found in the person , 
and through the ta.lent, of Luther Whiting Mason, whose 
services Boston was fortunate enough to acquire in 1864. 
With his appointment, a continuous music program was initiated 
to the extent that the Primary, Grammar, and High Schools of 
Boston contained a complete and unified system of music 
instruction conducted by teachers who stood together in 
uniformity of method and purpose. Mason instructed the 
elementary classes; Sharland the grammar schools, and 
Zerrahn was assigned to the high schools.l2 
Mason was born in Turner, Maine, in 1828, and died in 
1896. Information is often found that freely connects this 
man as a distant relative of Lowell Mason, but it must also 
be injected at this point that, although less frequently 
noted, there are those sources of equal reliability that 
disassociate the two great teachers from any relationship 
1~sic in the Public Schools of Boston," Dwight's 
Journal of Music , XX (December 28, 1861), 307. 
12R. C. Waterston, 11 Music in the Boston Public 
Schools," Dwight 1 s Journal of Music, XXVII (April 13, 1867), 
11. 
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whatever so far as family connection is concerned. He 
devoted his entire life to music education, serving in 
Louisville, Kentucky; Cincinnati, Ohio; Boston, Massachusetts; 
as well as being actively engaged in aspects of the work in 
Japan, and influencing to a great extent music education 
activities in Germany. 
According to Mathews, the work with which Mason is 
inseparably connected can be found in two areas. The first 
is found in the extension of Lowell Mason's program from 
music in the upper classes to include music in all the 
grades. The second is located in the fact that the class-
room teacher was pressed into service in the music program 
under Luther Mason so that through his direction, the 
supervisor taught the class part of tbe time, and the 
regular teacher continued with follow-up work between the 
visits of the music director.l3 
By the very nature of this work, the second contri-
bution becomes of interest only insofar as it is a point 
of fact. However, the first trait, although simply stated, 
deserves careful attention, for it points directly to both 
philosophical and psychological considerations . Extension, 
as it is used in this i n stance, cues, at least, Froebelian 
thought. For purposes of clarity, this piece of evidence 
13w. s. B. Mathews (ed.), "Luther Mason and School 
Music," Music, II (September, 1892), pp. 474-482. 
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will be held aside until Section III of this 7hapter when 
more appropriate treatment can be given it. The ~of this 
extension, however, can not wait, for it is in, with, and 
under this psychological implication that the crux of the 
ceaseless debate over formalism and freedom, or of rote 
method and scientific method,rests. 
Mason strongly supported the rote method. A statement 
suCh as this, however, is not sufficient within itself to be 
entirely clear; further development must necessarily follow. 
In 1853, the teaching of music in Louisville, Kentucky, was 
divided between two men, Mason and Fallin,respectively. A 
letter addressed to the forn~r gentleman from members of the 
Boston Germania Band, then on tour, indicated a s tonishment 
on the part of these musicians over the exceptional training 
given to the children of school age in the rudiments of music 
by Mason.l4 Contrary to the opinion voiced by men of this 
musical organization, the Louisville Journal of 1854 clearly 
presented the fact that Mason and Fallin represented two 
entirely different philosophies of music teaching, the 
former instructor being accused of offering an improper 
foundation through the rote method. The Journal mare 
readily condoned the work of Fallin when it said: 
14 Osbourne McConathy, "Evolution of Public School 
Music," Music Teachers National Association Volume of 
Proceedings, (1922), 161. 
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• • • the master (Fallin) endeavors in the first place 
to teach the children the principles of music •• • and 
to cause the children to understand them well before he 
allows them to commence singing.l5 
Here, then, are two opposing views toward the rote method, 
with one emphasizing the fact that rudiments were well-
taught through this system, and another that distinctly 
offers a contrary opinion. Further investigation is, 
therefore, invited. 
J Mathews offers a clue that might prove appropriate at 
this time. In discussing the books of Mason, the question 
Ma~hews endeavors to answer is, 
What is the specif1.c aim? Shall music in the public 
school strive toward immediate pleasure, or shall the 
child be instructed in the technical principles of the 
art to a similar degree as he is taught to speak?l6 
Mathews decidedly finds the lat ter course to be the most 
desirable , and notes that Mason ' s books evidence the 
identical ambition. Consequently, they are conceived in 
such a way as to attend toward this aspiration. l7 
From Dwight's Journal of Music, additional testimony 
is provided in favor of Mason ' s rote method as a means of 
imparting the technics and principles of the rudiments of 
music. In the first year of music, it is found that the major 
15Ibid., p. 162. 
16Mathews, loc. cit. 
17Ibid. 
, 
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emphasis was placed upon gaining the attention of the 
children by having them imitate easy melodic phrases as 
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presented them by the teacher. Most important was the way 
in which the child sang them back. The middle register was 
that which was most used, and when acceptably established, 
the compass of the voice was then extended upwards as well 
as downwards. After melodic imitation gained a foothold 
with the class, easy rhythmical figures incorporated into 
melodies were then concentrated upon; the rote procedure 
continued to be used. Caution, however, was given to the 
~ of rote work. In the words of Mason, included in this 
same source, one finds him saying that rote singing is, 
• • • a very different thing from the ordinary haphazard 
singing we too often find in our Sunday Schools and in 
common schools where no regular instruction in music is 
given.l8 
In the second year, although the so-called rote procedure 
was still used, it was found that children learned the 
various kinds of rests and notes, realizftd quadruple and 
daxtuple time, and in addition, were instructed in an accep-
ted manner of physically attending to such elements thrcugh 
proper hand motions. The chromatic scale was introduced, 
insofar as the more elementary signatures were concerned, 
which emphasized, still further, that essentials regarding 
18J. Baxter Upham, "Music in our Public Schools," 
Dwigh t 's Journal of Music, X:XX:I (May 6, 1871), 19. 
p 
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the elements of music were imparted through those early 
years. The third year, and necessarily the last year of 
primary instruct1on, much importance was placed upon the 
major diatonic intervals.l9 Thus, it seems, one may not 
hold to the attitude expressed in some quarters, that the 
rote method aimed at temporary pleasure, but offered decided 
ire truction in the language of music. 
In spite of the fact that evidence can point to 
criti cism fran some places over the theories expounded by 
Mason in his early career, at least, there is still such 
overwhelming acknowledgement of h1s success as a teacher of 
music, that his theory and practice can not be dismissed. 
His work spread his reputation abroad to the degree that 
such Germans as Carl Reinecke acknowledged his contributions 
in the field of music education. 20 This country,· of course, 
was no slower in realizlng the value of his work. 
Christian Heinrich Hohmann. The year 1857 found 
Mason teaching in the public schools of Cincinnati, and it 
wa.s at this time he became acquainted with the music texts 
of Hohmann, the great German teacher who followed Pes talozzi 
and Froebel . Mason became so interested in the work of this 
19Ibid. 
2°Mathews, £E• cit . , 482. 
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successful pedagogue that he endeavored, and succeeded, in 
having a translation of the Fifth Edition of Hohmann's 
Course of Instruction in Singing effected as well as 
published.21 
A perusal of this translated work indicated very 
clearly how closely Mason followed the great German. The 
youngest class of pupils, according to Hohmann, had to 
attend to the excitation of the musical sense. This 
unfolding of the child 's "zeal and love for singing" became 
the aim for the first year.22 Therefore, instruction was 
accomplished, in the first instance, by having children 
imitate, or singing entirely by ear. This, according to 
Hohmann, was the predominant method of teaching the first 
cl a."sses. However, the German found it possible to teach 
notation to children at a relatively early age. In keeping 
with his findings, the first year alone was devoted entirely 
to imitation or rote work, per se, with the remaining time 
given to instruction by ~· Music teaching, therefore, 
presented a two-fold purpose. As established in Hohman's 
work, second year scholars 
••• repeat the songs they have learned before; the 
younger ones listen, and thereby learn to distinguish 
between high and low, long and short, loud and soft 
21McConathy, ££• cit., 163. 
22cbristian H. Hohmann (trans.), Practical Course of 
Instruction .!!!. Singing Prepared Q!l School PrinciJ?les (Boston: 
Oliver Ditson and Company, 1856), p. 4. 
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tones, and thus acquire their first ideas of musical 
instruction. They are then led to imitate a sound that 
is sung to them, and in this way begin to sing by ear. 
At the same time, the note representing that sound is 
written on the board for the larger pupils. Both classes 
then sing together, the one by ~ and the~other by~' 
and the two are thus carried along evenly.2v 
Continuing with a consideration of Hohmann, one finds 
that in the Fifth edition the staff, as a whole, was 
presented at once. However, in previous editions of the same 
work, one line at a time was studied, with the G line given 
in the first instance, the B line next, the D and F lines 
~. 
followin g one by one, and the E line i ntroduced last. 
Hohmann emphasized the fact that this procedure was entirely 
practical to carry out, although experience indicated to 
him, at the time of the last edition, that confusion sane-
times arose when the incomplete staff was dealt with. 
Therefore, in all likelihood, the latter procedure, 
appearing in the Fifth Edition, seemed to prove somewhat 
better.24 
The publication of this work must be considered a 
great boon to music education . For years, educators as well 
as the public, seemed more and more interested in establish-
ing a continuous course of music throu~hout the entire 
school life of the child. The greatest stumbling block 
23- d 4 
.:!:.2..L • , p • 
24 Ibid., P• 5. 
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appeared to be, not in the t·ailure of appr·opriations, or 
lack of interest, but in the fact that no suLtable text had 
been heretofore devised for the inception of any such venture. 
Hohmann's book was made available about 1860.25 On March 13, 
1864, a report of the Committee on Music of the Boston 
School Committee indicated that, 
If music, as a branch of study, is ever to attain to 
the excellence which has justly given eclat to our 
school system in most of its departments, it should 
begin where all other elementary teaching does--in 
the primary schools. 26 
In June of the same year, Mason was engaged t o develop music 
instruction in the primary grades of the Boston Public 
Schools. f Through tbe Hohmann principles the National Music 
Course was derived which carried on Pestalozzian thought.27 
Likewise, as has already been establiShed, ~roebelian 
principles must also be considered an important part of the 
considerations that were included within the pages of the 
famous series as published by Mason. 28 
The Meanings of Rote. With the exposition of the rote 
method in the preceding pages, the reader must now be aware 
25McConathy, loc. cit. 
26Ibid., p. 164. 
27 Clara E. Lawrence, "Early School Music Methods, " 
Music Educators Journal, XXV (December, 1938), pp. 20-22. 
28McConathy, loc. cit. 
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of two distinct connotations in connection with rote 
experience. The first, and the one bitterly opposed by the 
disciples of both Holt and Mason, was that which defended 
the rote method as pure imitation, was pointed up in an 
article by Jepson, an extract of which follows: 
I have in mind at the present time public school music 
teachers who secured positions simply on their reputation 
as vocalists. They did just What might be expected--
they failed ••• This class of teachers flit from place 
to place and by a displayof talent which would win for 
them deserved applause in the concert room, succeed in 
misleading the public, and furthering their own selfish 
designs.29 
Apparently the aesthetic pilgrims, as discussed briefly 
heretofore, had by no means become studied in Education, and 
therefore, committed more evil than good, insofar as their 
activities in the pUblic school were concerned. 
Further example of this undesirable kind of rote 
experience was clearly pictured by Bristow. 
But when all the schools were furnished with pianos, 
good and solid instruction in music had to give way to 
rote singing. So it is easy to see the contempt musical 
instruction was held in by the authorities. Yes, rote 
singing was the ~availing epidemic at this time, in 
order to prepare for receptions which were held once a 
month.30 
29B. Jepson, "The Science of Music versus Rote 
Practice in Public Schools, " Music Teachers National 
Association Volume of Proceedings, (1887), 179. 
30George F. Bristow, "Music in the Public Schools of 
New York, 11 Music Teachers National Association Volume of 
Proceedings, (1885), 30. 
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It was this very state of affairs that Mason revolted against. 
Bristow continues, however, to clarify how the New York 
Board of Education dealt with this condition • 
• • • The Board of Education wisely stopped this 
business, and restricted these receptions to two a 
year. Now, one would ask, what where these receptions 
for? They were for ,the purpose of showing how much 
froth a school could contain, for certainly the pupils 
knew nothing about what they were singing, • • • In 
short, they were for the delectation of parents, school-
boards, principals, and teachers in reneral. This state 
of things continued until 1879. • • 3 
One may not become sympathetic over the word rote when 
indications offer such sordid conditions as have been 
immediately described above. 
On the other hand, it seems rather unf~ir, and even 
quite incorrect, to judge all rote experiences by those 
carried on under auspices quite apart from the best 
educational principles of the day to the degree that no 
system under the same name could be tolerated even though it 
could prove itself to be a .natural outgrowth of the best 
educational thinking of the times. The rote method, as 
begun somewhat by Lowell Mason, further developed by Lu ther 
Mason, and carried even into this present century by such 
eminent men in the field of music education as Giddings, 
Earhart, McConathy, Gehrkens, Beattie and Morgan, seemed 
to have offered much to place it in high favor rather than 
.. 
into disrepute by the formalists of the same era. One 
realizes how an improper understanding of the principles 
involved could lead into educational chaos, but if the 
system, as applied by Mason, was well-studied, there 
apparently was much good of which the system was capable. 
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Yet, during the second half of the nineteenth century, music 
education seemed to be divided as to method and principle. 
Areas of Dissention and Disagreement -~ versus 
Non-note. In the first instance, difficulties arose in 
merely a definition of terms. The formalists either refused 
to accept rote as a word with any other meaning except that 
which denoted disorganized singing lessons that had no aim 
whate ver, aside from program preparation that superinten -
~\"" 
dents, princip~, and teachers might use as varnish capable 
of offering same sort of sheen before the eyes of fond 
parents and friends. 
Jepson said, "The bane of all success in public school 
music is song singing, or to speak more properly, rote 
practice."32 Here, in one sentence, it becomes perfectly 
obvious that two opposing propositions are insisted upon 
being as ~ by certain II' ominent members in the field of 
music education at that time. In order to project the 
vehemence of the formlists against rote, it will be well 
32Jepson, ~cit., 176. 
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taken to pursue Jepson's argument still further, for in so 
doing, one finds, in addition, that the sights of such men 
are focused on precisely one thing alone - reading to the 
exclusion of all else. "The object of public school 
instruction is to make readers of music, not singers.n 33 
When this statement was challenged by Ruggles on the grounds 
that the former gentleman often spoke of children becoming 
singers, Jepson was forced in his own defense to retreat to 
the position that the basic aim is "to teach singing through 
reading •• • "34 Nevertheless, Jepson offered no retraction 
in his claim that in Whatever area rote practice had been 
carried on, disaster resulted. Even Mason would agree with 
this statement, providing both he and Jepson would move 
together in a universal clarification of the word rote. 
H~ was perhaps the most vociferous against the rote 
method. He continually contended in articles and reports 
that rote instruction was entirely uneducational. Even the 
word imitation, so frequently used by Mason and his 
followers, was thoroughly decried by Holt as placing music 
on the false basis . His words seem to contain the identical 
ring of those of Jepson . To take an example, the following 
is offered: 
33rbid. 
-
1 52 
If the instruction in music in the public schools does 
not educate and develop power on the part of the chil%5en 
to make all music intelligible, then it is a failure. 
It is evident by this remark that his emphasis is based very 
thoroughly on a reading program as the only major aim, for 
only after the child comprehends the printed page can he 
appropriately deal with music. In another way, Holt infers 
that the mechanics must come first, and then in the higher 
echelons of education or adult life can music venture into 
the aesthetic aspect for which it is necessarily meant. 
In order that one may not be too quick to consider 
that Mason stood alone in his interpretation of the rote 
method, abundant evidence may be advanced which may credit 
Mason with the fact that his stand, although suffering much 
opposition from certain ~arters, was propounded by some of 
the greatest leaders in the field of music education as well 
as from areas quite apart fran the subject under discussion. 
According to Brown, the rote method appeared to be 
the only reasonable method which one could naturally pursue. 
After having visited a considerable number of schools where 
the more formal approach was in use, decided misgivings of 
the results achieved were entertained by this instructor. 
According to one of the reforms Brown ventured,one can 
35Hosea Holt, "Teaching and 'l'eaching Reforms -- Music 
in Public Schools," Music Teachers National Association 
Volume of Proceedings, {1889), 113. 
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understand that the approach of the formalists was not 
entirely beyond criticism. 
I have visited schools of the youngest, in which most 
of the singing time seemed to be spent on various 
exercises, scalewise and in skips, and this goes on for 
a time with rarely a song to enliven or elevate. Some-
times, too, the discordant voices seemed to be almost 
in the majority. But how shall he learn? By hearing--
by imitation--to use a much abused word, by rote.36 
It is possible to extract from his words the fact that over-
emphasis upon music reading by the formalists left much to 
be desired insofar as moral training, a basic aim of music 
education, was concerned. By attending specifically to 
reading then, a narrowness, heretofore not considered, crept 
in. One may venture the question that, since the aim had 
long before been established, why was deviation so readily 
accepted in some quarters. 
An appropriate thought must be injected at this 
particular point in the discussion. Music, as has been 
indicated in the precedirg chapter, was incorporated into 
the curriculum with its contribution toward the moral 
betterment or development of the child as its most potent 
argument for existence. However, at best, Pestalozzianism 
was still endeavoring to survive at this time against a 
good deal of the old humanistic thought that was traceable 
in American education from its beginning . Therefore, in 
36o. B. Brown, "Teaching and Teaching Reforms--
Music in Public Schools, " Music Teachers National Associa-
tion Volume of Proceedings, (1889) 108. 
spite of music ' s place in the curriculum, and the 
contribution it was primarily supposed to inculcate into 
the minds and hearts of the children, music teachers 
diligently endeavored to instruct in such a way as not to 
have their subject the square peg in a round hole, but 
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rather to conform with existing methods that revolved about 
them. It was, therefore, an easy step backward to fall into 
the formalism with which such subjects as mathematics, 
language, etc . were in many instances treated. 
Again, the only reason for the delay in primary 
music education was in the fact that no text book was forth-
coming before 1860. It may be argued that with teacher 
training in the field of music education being so under-
developed, a text at this time presented to a relative 
novice the philosophy and psychology of the subject, as well 
as the methodology. However, it is well to keep in mind 
that teaching from a text book was the sum and substance of 
hum~~istic teaching. Even today we are not so removed from 
this condition that we can ' t all of us remember the time 
when a teacher could teach anything if he had a textbook, 
no matter what his preparati on! 
Further evidence may serve to underscore the rote 
system in the following extract : 
Rote singing is a very important part of a course in 
music. As every child learns his mother tongue by rote 
so the child must be taught to sing before he can read 
music. Again, in selectirg songs for the older pupils, 
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select songs by the best composers and best song 
writers . We teach singing in our public school not 
altogether with the idea of creating skilled musicians, 
but for character and enjoyment. • • We must get more 
out of our music in g~e schools than just the ability to 
sing a song by rote. 
In opposition to Hol t' s thinking, MacAllister pro-
vides further indication that Mason 's rote system did not 
suffer criticism from every quarter, and very probably not 
at all so much as some information would lead one to believe. 
I believe there is that in the soul of every child which 
causes him to sing spontaneously, and that all that is 
needed is for us to open the doors and let the music 
out. Of course method is all important; but it has 
always been my impression that the singing of the rote 
song, before a knowledge of the signs of music even in 
its most elementary form can be acquired and is most 
desirable . 38 
It is evident in the above that MacAllister, just as Mason, 
considered that the earliest part of the child's music 
education had to absolve i tself in song, and although he 
was not in sympathy with rote teaching per se, and it must 
be remembered that neither was Mason, an imitative practice 
at the outset was to him completely legitimate and desirable. 
Further on in the same source, MacAllister has something to 
37Emma A. Thomas, " Teaching and Teaching Reforms--
Music in the Public Schools," Music Teachers National 
Associat io n Volume of Proceedings, (1889), 109. 
38James MacAllister, "Teaching and Teaching Reforms--
Music in Public Schools," Music Teachers National 
Association Volume of Proceedings, (1889), 122. 
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say with regard to music reading. The following extract is , 
therefore, rendered: 
We can not afford to wait until the little child has 
mastered the difficulties of reading before he is made 
to feel the beauty ~9 the charm., the spiritual power of a lovely child-poem. 
Here was warning indeed to any music teacher that the 
narrowness pressed for by the formalists was dangerous, for 
the final aim of music education could easily have been lost 
ir the moral and spiritual values projected through music 
were to be rendered secondary or entirely replaced by les-
sons in rudiments. 
Congdon seems to sum up very neatly the thinking 
that has thus far been offered. From his words, the 
following may be used as evidence : 
• • • music encourages social intercourse of the 
highest order., for the abili ty to sing is a passport 
to good society; and that the love of music turns the 
footsteps of many a young man from the saloon to the 
church etc . It seems that educator s seem t o be 
looking more for this than the reading aspect, although 
to be sure the latter is not to be dropped. These 
things are not bro~Bt about by forever practicing the 
wearisome solfeggio . 
The above is indeed in line with that which Mason proposed 
39Ibid. 
40c. H. Congdon, "How Pupils Learn to Know and Do in 
Mus ic," National Education Association Journal of Addresses 
and Proceedings, (1895), 780. 
in his works based upon the Hohmann principles, that rote 
and note must be developed simultaneously. 
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Before continuing with a second potent phase of this 
section, it might prove judicious to turn to the words of 
Hall, whose thinking carried considerable r espec t duri ng 
this portion of the nine teenth century. In an address given 
in Boston, the following information was impar ted : 
There are ve'ry few chi l dren who have any musical 
capacity at all, who cannot be taught to sing a few 
simple notes by the 1l a-la 1 method (presumably rote). 
I have myself succeeded in teaching ••• a portion of 
Yankee Doodle, and it was done by this method. And it 
can be applied, and has been applied, to very young 
children, in a way to teach them phrases, in a way 
which recognizes the unity of the child's mind, not 
divorcing gesture, or tones, or wqrds, but teaching 
wholes, as we must do always to children, abstracting 
and dividing later.4l 
This much was very reminiscent of Lowell Mason's thinking 
with regard to his interpretation of Pestalozzian thought. 
But to continue with the same address, Hall inferred that 
such songs as "Ring around Rosy", and "Sallie Waters " 
should not be entirely overlooked by music teache~ nor 
should folk-songs or ballads. American music of every kind 
deser ved a place, presumably in order that the child might 
41G. Stanley Hall, "Music Teaching from a Psycholo -
gic al Standpoint, 11 Music Teachers National Associe.tion 
Volume of ~roceedings, (1886), pp. 12-13. 
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be introduced to that culture of Wb~ch he was indeed a part • 
Hall emphasized the fact that, 
••• few of the best primers for teaching children to 
read have not been by the old alphabetic method, but by 
teaching children, by rote, a number of poems and songs. 
T.he child says the poem, marches it, dances it, and sings 
it and gestures it over and over again and afterwards is 
taught the letters; because it is seen that the alphabet 
and the technical part of reading can be taught much 
better if words that are long familiar, that are known 
by heart, are used as the basis of such primary 
instruction. Well authenticated cases, in fact, are on 
record, in which children have t aught themselves to read 
by being given picture books which contain simple verses 
and songs which they knew by heart before. • • Now, 
then, it seems to me clear, not only from experience, 
but from general psychological considerations, that 
singing by rote is a very important early or first 
stage in musical education.42 
Thus Hall announced that rote experience had a place, and 
that it behooved- the music educator to hearken to its value, 
and proceed to mak e fUll use of it in particularly 
elementary instruction, that parti cular area where Mason 
conceived earlier was its place. 
Simplification of Notation . Opposition between rote 
and non-rote methods made up only a part of the conflictions 
existing during the latter part of the nineteenth century. 
Most attempts to improve the caliber of muslc teaching at 
this t ime appeared to be found in ceaseless endeavors to 
42Ibid., pp. 13-14 • 
It 
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simplify existing notation. Such activity on the part of 
music educators assembled before one shows several devices 
or procedures, all of which claimed to be the remedy for 
existing difficul ties in the matter of teaching all the 
children to read the printed score well enough to be 
considered practical . Although the shape note system and 
the figure notation seemed, at this time , to receive little 
or no particular attention, they, nevertheless, must be 
included here if for no other reason than to indicate the 
, 
number of possibilities from which an i nstructor might 
choose to use with his classes . A third system was that of 
the fixed Do, but that too never seemed to have established 
any sort of foothold in this country . Lowell Mason borrowed 
his system from Naegeli and Pfeiffer . These two musicians 
used the movable Do, and this was not original with them, 
for one may find in the writings of Rousseau that even this 
French philosopher found the method to be the more desirable. 
Therefore , most of the tension and dissention resulted over 
the Tonic Sol - Fa system of Curwen, and the Movable Do method 
coupled along with the rigure notation, as used in this 
country . 43 
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Briefly, the Tonic Sol-Fa System, as popularized by 
Curwen, needs no staff to indicate pitches, nor notes to 
indicate tones or time values. The syllables are written 
in abbreviation form as, d t 1 s f m r d. The time is 
indicated through a series of cues which are, in the most 
elementary form, as follows: 
1. A vertical line evidences a strong accent, as well as 
to divide the song into measures. 
2. A colon indicates those tones which must accept a 
weak accent. 
3. A vertical line, similar to number one above, but 
lighter in shade and shorter subdivides the measure to 
the degree that the half-accent may clearly be shown. 
4. A horizontal line indicates the fact that the 
preceding note must be continued for the value 
previously stated. 
Thus, the song, America would be indicated thr w.gh. the 
Sol-Fa in the following manner: 
ij d ;d :r ' t 1 :-.d :r \ m :m :f \m :-.r :d\ 
r :d : t I \ d :- :-\ etc.44 
Tonic 
43Figure notation, 1-2-3 etc. was clearly in use at 
the time of Lowell Mason as expressed in Chapter III of this 
wor ·~. At this point, it will be noticed that Figure Notation 
is passed over rapidly. This is slighted at this time for it 
is suspicioned that due to the fact that the figure names 
prove neither easy or euphonious in singing, the syllables 
came more and more to be used at this time. 
44w. B. Wait, "Conference on Public School Music and 
Popular Si~t-Singing,n Music Teachers National Association 
Volume of Proceedings, (1897}, pp. 93-102. 
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Results of this Tonic Sol-Fa System were apparently 
good enough and successful enough in England to cause certain 
leaders in the field to consider the possibility of adopting 
the method in this country. The Wilhelm Method, introduced 
by Hulla.h into England, and which was very similar to the one 
Lowell Mason followed before becoming interested in 
Pestalozzian thought, proved apparently to be unsatisfactory. 
Far too many students fell by the way-side after struggling 
unsuccessfully to read music in the manner proposed by this 
method,which was originated in France, and refurbished to 
fit, as best it could, the English People. In spite o:f the 
fact that the illustrious Hullah continued to head the 
British musical system, the Curwen way proved itself, beyond 
a doubt, to be the more superior, if one may judge from its 
national acceptance. According to figures offered, three-
quarters of the schools in England and Wales beoa~e professed 
followers of Curwen, and fourteen-fifteenths of the educa-
tional establishments in Scotland completely accepted the 
English clergyman's system.45 Accordingly, some claimants 
insisted that the general ability o:f the English people to 
45E. E. Kelsey, 11 The Results of the Tonic Sol-Fa 
Method," The School Music Journal, I (June, 1886), pp. 
161-162. -
• 
162 
read and sing music was of such high caliber that no nation 
at this time could approach its artistic proficiency in this 
particular area.46 
MacAllister ventured a remark in 1889 to the effect 
that what he saw in England regarding the Tonic Sol-Fa was 
most impressive.47 It is interesting to note that, follow-
ing MacAllister's address, Seward, long a spokesman for the 
Tonic Sol-Fa system, underscored the latter's comments by 
pointing up a test sponsored in 1888 by a Music Teachers 
National Association committee wherein two classes were 
pitted one against the other to the degree that one was 
instructed in Tonic Sol-Fa, while the opposing group found 
its instruction in the staff notation. After twenty lessons 
were received by the two classes included in the test, 
results indicated beyond question that the Sol-Fa method was 
completely victorious. Seward bewails the fact that records 
of the Music Teachers National Association failed to publish 
the findings, and the speaker alludes to the suspicion that 
the Music Teachers National Association might, through this 
failure, indicate partiality to the Staff Notation.48 His 
challenging remark was not answered, so far at least as the 
record is concerned.49 
46!B!£., 163. 
47MacAllister, loc. cit. 
48Ibid., 125. 
49Ibid. 
' 
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It has already been established that Seward 
emphasized the Tonic Sol-Fa System. For the purpose of this 
work, this statement of fact actually lends nothing to the 
discussion except to emphasize the point that one more 
individual looks to England for a more simplified method 
that might prove of worth to the public schools of this 
count ry. It behooves this study, therefore, to look far 
enough behind this statement to ascertain whether or not his 
reasons for becoming impressed with the new way were 
sufficiently sound to warrant others to follow in the same 
direction. FUrther, if the system proved advantageous enough 
to be wel l considered by persons of position in the field, it 
becomes of interest and of actual import to this study why 
such a method does not find its way into common usage. 
To launch this discussion, one point must immediately 
be made clear. So far as Seward was concerned, the Tonic 
Sol-Fa system was not to discard entirely the accepted staff 
notation. The plea for its imeption was found in the fact 
that since the number of sight readers was limited at this 
time, in spite of many established methods being used and 
countless new ones being constantly considered, it seemed 
well-advised to seek out an easier means of conveying this 
instruction. The Tonic Sol-F~ then, was used as possibly a 
more direct way of taking the majority of students to a 
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higher level of reading ability than had heretofore been 
achieved. At best, the system was capable of carrying 
students to that elemental level which a teacher might 
consider acceptable for the greater portion of his charges. 
Those relatively few students,who would pursue music 
reading to a still higher point, would be obliged to bridge 
themselves over into the staff notation. 
It must be remembered that there is conceivably an 
end to the service of Curwen's system. Should one review 
the brief description of this method provided heretofore, 
he might be inclined to agree with the premise.50 Although 
the abbreviations, as well as the symbols of lines and dots, 
are most ingenious, music of any complicated nature could 
not readily or practicably be transcribed into Tonic Sol-Fa. 
Therefore, Seward and his followers by no means wished to 
dispose of the staff notation, but desired to offer along-
side of it a simplification in order that more students 
with less developed musical faculties could manage the 
printed score insofar as their elemental neeus might require. 
It would be difficult to discredit entirely the thinking of 
those who were attracted to Curwen's system. 
50 Supra, p. 115. 
• 
• 
165 
Besides, Seward and others offered very logical 
arguments in their behalf. In the first instance, they 
distinctly separated the mental process of the instrumenta-
list from that of the vocalist. They insisted that those 
musicians who used instruments as their medium of expression 
read the notation in a purely mechanical way; and they were 
probably correct, since each note read was a cue for certain 
machine-like manipulations on the key-board or finger-board 
provided. On the other hand, the vocalist was incapable, 
through the very nature of his instrument, to resort to any 
kind of tactile benefit. His entire procedure of reading 
rested completely and solely upon a keen mental conception 
of those tones dictated to him by the score before him. 
This activity called for a decidedly high degree of develop-
ment with regard to the conception of pitch, and as Sew&rd 
was ready to confess, such skill was unlikely to be 
developed amongst the majority of cases. If this was so, 
and indications were that it was, music educators were 
operating under a false notion that they were teaching 
America to read music, even though it seemed apparent that 
existing systems were not designed for the ability of the 
majority who were to receive the instruction. 
From the very fact that this period was so given to 
numbers of systems and methods, one is rather obliged to 
• 
Ill 
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take the situation as meaning that scmething was radically 
wrong, and somehow a better way of teaching, or an entirely 
new aim,needed to be hastily found, if music education was 
to augment rather than diminish its hard-won position . 
Although Seward ' s reasoning seems logical, his most potent 
argument has yet to be considered. England, according to 
him and many others as well, indicated through vocal 
activities in town and countryside that Curwen 1 s method 
succeeded to such a degree as to leave even Germany far 
behind. 51 
Then why was it that Tonic Sol-Fa did not spread to 
any appreciable degree within the boundaries of this country? 
One reason which deserves consideration is found in the 
fact that the German influence was strongly felt in the 
United States. Music from that country literally poured 
into our land, and this condition in itself prevented 
Curwen 1 s system from establishing itself here with any 
degree of permanence.52 
Holt questioned this German influence described in 
the above, and quite plainly stated that the United States 
51 Theodore Seward, "Music in the Public Schools of 
New York," Mus ic Teachers National Association Journal of 
Proc eedings and Addresses~ , (1885), pp. 42-44. 
52Brown, ££• cit., 111. 
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had reached a point in its cultural development that made 
importation, of the kind to which reference was made, quite 
unnecessary.53 Whorn,then, may one believe? 
It stands to reason that the material offered 
immediately above is documented only insofar as the state-
ments each of these two men made. There is no data presented 
in either case around which one may establish an opinion 
with any degree of certainty as to its complete accuracy. 
However, one may possibly lean a bit more towards Holt's 
statement for the reason that there was a current of 
national pride evident at that time which indicated that, 
ready or not, this country was making every effort cultural-
ly to stand on its own feet . 
From the Introduction of The Laurel Song Book, 
profound evidence may readily be noted. 
The Laurel Song Book is the result of an effort to give 
to the young students of this country a collection of 
songs and choruses representative (in so far as is 
possible to a work of limited compass) of the best 
musical art of the world, and more especially of the art 
of our contemporary American composers. 
In the past, it has been necessary for us to turn to 
other countries, ho t only for great examples of art in 
its highest aspects, but also for its more humble, but 
none the less beautiful and enduring forms, such as 
those simple songs expressive of man's primal emotions, 
love, faith, sorrow, and worship. 
53Ibid., 116. 
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America, like al~ the world, was drawn to these by the 
attraction of their inherent beauty , and because in the 
immortal Lieder of the Germans, as in the chm sons of 
the French and in the canzone of the Italians, there 
is a universal note to which the heart of man, of what-
ever color or clime, will be for all time vibrant and 
responsive. This universal quality, however, does not 
take from them their several individualities as German 
Lied, French Chanson, or Italian Canzona. They spee.k 
to the universal heart, but they speak each of them in 
a manner peculiarly their own; and they are, before all 
else, the utterances, not of artists, but of men, 
segregated and distinguished by racial traits, social 
ideals, and natural environments . 
To anyone who has followed with interest the development 
of musical art in America, it must have become apparent 
that the time is at hand for the fullest recognition of 
the writers of our own country, for a chan ge of attitude 
in regard to the artists of America, and also for the 
realization of the hope , long en terta.ined, that at 
length we may begin to speak with confidence and J;ride 
of the existence of a National Art.54 
From the copyright date of this publication, it may 
be surmised that Holt offered a statement in 1889 that very 
probably had a sound basis for its utterance. Before leaving 
the Laurel Song Book, it must be mentioned that every effort 
was made by the publisher to include music and poetry that 
was genuinely American, as a perusal of its contents will 
disclose. 
Should the opinion herein expressed be accepted, that 
the presence of German music was not paramount to the degree 
of preventing Curwen's method from landing on these shores, a 
54w. L. Tomlins (ed.), The Laurel~ Book (Boston: 
C. C. Birchard Company, 1906), P. ii. 
• 
169 
reason for the final rejection of the English system must be 
found. In all probability, publishers in this country 
continued to print vocal music in staff notation just as did 
their continental European members. For any such system as 
Curwen proposed, one had to have appropriate music to teach 
with, and although texts were written here in the Tonic 
Sol-Fa, the method could hardly be practiced to any degree 
since primarily, only English music provided the Curwen 
abbreviations. From the very fact that the vocal music 
published in this country and that which was imported from 
continental Europe offered no Sol-Fa indications, there was 
little impetus provided to motivate voce.lists to desire such 
a system when there was apparently little or no opportunity 
to put it to any use. Caught in such a vice, the condition 
probably became stagnant before it must even have bad any 
great opportunity to start. 
In opposition to Seward, another active music 
educator by the nmne of Stewart spoke up at this time in 
favor of the Movable Do. Stewart made some interesting 
and clever analogies which serve to clarify his position 
uniquely. In the first instance, he questioned the worth 
of a person as an individual without his a.ssociation with 
mankind. He distinctly established the fact that man was 
worthless unless he attached himself with all animate beings 
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created in his like. In the sane way, the individual tone, 
according to Stewart , was found to be of no worth unless it 
located its place a.rnong other t ones, for only in such mtn ner 
could a musical thought be expressed. 1herefore, it may be 
surmised that relative, rather than absolute, pitch was the 
deside ratum insofar as he was concerned, and such being the 
case, the approach had to be that of the Movable Do system. 
Stewart went fUrther in saying that, 
••• there is no necessity whatever for turning the 
world upside down to find a new notation , but that in 
the standard notation we have just the method required.55 
Most profound, perhaps, are words by Holt in cormec-
tion with the multinumbered systems and methods of this 
stage of educational development. As already evidenced, 
Holt affirmed Stewart ' s stand to the degree that two names 
must be acknowledged to every sound, the relative name and 
the positive name. In the case of the latter, this teacher 
concluded that positive pitch was of no value so far as it 
concerned sight-singing. All music was conceived upon the 
principle that each sound was incomplete except in its 
relation to other sounds or pitches. 1herefore, any agency 
that disal lowed the conception of this relation proved it-
self a stigma to the normal perception of sound. The Fkxed 
55coe Stewart, "Music in Public Schools, " Music 
Teachers National Association Volume of Proceedings, (1883), 
pp. 40-41. 
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Do, according to Holt, did precisely this, and therefore, it 
could not be used by the vocalist in reading music. One may 
then take this teacher to mean that, in all probability, the 
:Movable Do system was considered at that t ime to be the most 
desirable procedure. However, care must be taken in this 
interpretation. Holt ventured the statement that even though 
syllable names may be attached to musical sounds, 
••• to practice singing with them as such until the 
singer .finds it difficult to think or give the sound 
unless he also thinks and sings the syllables is 
narrowing in its effects and prevents that freedom in 
thinking which every sir.ger should possess . The 
syllables are very useful in elementary teaching if 
properly used. They are also a stumbling block and a 
great hindrance if impro~ rly used. If they are properly 
used, little children will ogegrow them as naturally as 
they outgrow their garments. 
From the above, it becomes difficult to establish, 
with complete certainty, the full and correct meaning Holt 
has i mplied. However, it does seem reasonable to believe 
that this music educator discarded the Fixed Do completely. 
He warned, earlier in the reference, against seeking out 
simplifications which in all probability indicated his 
disapproval of the Tonic Sol-Fa. In the above extract, 
Hol t condoned the Movable Do method insofar as it provided 
a focus of attention for younger children which stimulated 
56Hosea E. Holt, "Music in Public Schools," :rrru.sic 
Teachers National Association Volume of Proceedings, (1883), 
PP• 43-46. 
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them to watch carefully the up and down movements of the 
noteheads. By this means, the child realized the singular 
tone in relation to the rest of the pitches in any given 
musical phrase or song. This he believed to be far better 
than to leave the pupil to his most natural i nclination of 
looking only at, and becoming more particularly absorbed 
wi th, the verses that laid dir•ectly beneath the given note-
heads . The sooner the child was released from this usage of 
the singular syllabl e, and trained to focus complete 
attention upon the phrase or song in its wholeness, the more 
apt the student was found to be in achieving the desired 
fluency with the printed scor e. lc'urther evidence of this 
may be found in the following : "We have attached t oo much 
importance to the names of signs of things and have lost 
sight of the things themselves . "57 Thus it appears t hat the 
Movable Do system becomes the primary method, if used wis ely, 
although it certainly was not completely accepted even 
within the boundaries of these United States . The fig hting 
continued unabated, and it must be admitted that it rages 
still today. 
Syllable Names . Another point of argument at this 
time was in the pronunciation of the syllable names of the 
57!.:!&£. , 46 • 
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scale. For same years do had replaced ut, although the 
latter appears to have been used at least until quite recent-
ly 1n some quarters of Europe. The seventh note of the 
scale had consistently been referred to as si, but about 
this time, it was considered a source of confusion to use 
this term, not only to denote the next to the last note of 
the ascending scale, but also to title the sharped sixth 
degree with the same indication. From Brown it was learned 
that the seventh degree would now best be called ti.58 
Flirther in the reference, it was apparent that consideration 
was afoot to change the pronunciation of do to doc, and sol 
to sool . This decision was ventured by some in the name of 
gooc . tone . It was conceivable to certain music educators 
that by beginning the scale with the ££ sound, better 
intonation and better tone all around might result. However, 
this suggestion was no sooner evolved and elicited before 
various interpretations appeared. 59 In one cs.se teachers 
fully appreciated the importance of the ££ sound, but 
distinctly felt that it by no means must replace entirely 
the vowel£, with the result that it was advocated that 
58 0. B. Brown, "Teaching and Teaching Reforms 
Music in Public Schools," Music Teachers National 
Association Volume of Proceedings, {1889), 110. 
59 Ibid. 109. _, 
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high and low do were to adopt the new sound, but sol would 
retain the £as had been the practice in the past. Others 
found that essentially the newer idea was offered only under 
the name of better intonation, and since high ££ was the 
pitch that consistently needed attention, that tone alone 
would accept the term doo, while the first note of the scale, 
as well as the fifth note of the scale would best continue 
in the fashion formerly prescribed. 60 To be sure, such 
argument might be considered of little moment or consequence 
in the light of more profound discussion, but the information 
is imparted, nevertheless, as indicative again of the 
continual dissention between music teachers at this time as 
they searched constantly for better and better ways in which 
music might be imparted to the children of the public school. 
Recapitulation. Through the turmoil created by the 
really genuine desire of all music educators to improve 
existing conditions, certain men stand out as beacon lights 
who illuminated the way in order that others could follow. 
As was pointed up earlier in this section, Luther Whiting 
Mason was indeed one of these potent forces whose 
contributions to the field were inestimable. His National 
Music Course was very probably representa.tive of the first 
60Information imparted by Percy Graham through a 
lecture at Boston University, Boston, Mass., 1939. 
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decided effort toward making available to the public school, 
material s that were appropriately graded for those areas for 
which they were constructed. The guiding me thod throughout 
his work rested upon the rote principle already discussed in 
the earlier pages of this section. It remains to uncover 
his fundruoontal philosophy and psychology, which , primarily, 
is the object of this study, and most pertinent to this 
chapter. It was revealed through reliable testimony that 
his work might be categorized within the framework of 
Pestaloz zian and Froeb e l ian thought. Since the preceding 
chapter has already dealt with the former educator, it now 
remains to project the ideas of the latter teacher and 
phi lo sopher in order that Mason's thinking may be placed 
be side the findings, and, through a process of comparison, 
one may determine to what degree the works of this music 
educator coincide with Pestalozzi and/or Froebel. 
II. FROEBEL 
Introduction. Of the many educators and philosophers, 
it appe ars that Froebel most resembles Pestalozzi. Through 
the writings of the Swiss educator, Froebel received his 
first impulse as a teacher. A f irst har.d experience under 
the great Pestalozzi was his privilege for t wo years at 
Yverdon where he acquired an insight into the work and 
methods carried on there. 
• 
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According to Bowen, Froebel was the first to apply 
the theory of evolution, or i n other words 1 development, 
completely in education.61 This relatively new psychology 
emphasized, not an increase in the quantity of memorized 
facts, but rather, a deeper insight into the connectedness 
of knowledge which led to the placement of this acquired 
knowledge to all its natural uses. This connectedness of 
knowledge was generally expressed in a law of unity, often 
referred to by Froebel as the "developing, or human culture 
for all- sided unification of life. n 62 This unifying prin-
ciple meant to the philosopher a, 
••• harmony in feeling, thinking, willing and doing; 
with reference to humanity, it means subordination of 
self to the common welfare and to the progressive 
development of mankind; with reference to nature, it 
means a thoughtful subordination to her laws of 
development.63 
Similar to the thinking of his predecessom, namely 
Rousseau and Pestalozzi, Fro ebel asserted that the child's 
education had to conform to nature . Since physical movement 
was the means with which nature has provided the body for 
its development, the philosopher placed spontaneous activity 
61H. Courthope Bowen, Froebel and Education through 
Self-Activity (New York: Charles Scribner's Sons, 1906), 
p. 47 . 
62Friedrich Froebel, Education of Man (New York: D. 
Appleton-Century Company, 1887), p. 2.--Translated and 
Annotated by w. N. Hailmann. 
63Ibid., p. 1. 
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as the means through which his educative principles might 
best be carried out. The foilowing pages are devoted to the 
underlying features of Froebelian philosophy and psychology. 
Moral Aim. Pestalozzi considered it of utmost 
importance to awaken the mor al sense of the children with 
whom he dealt. Upon this one phase of his chosen work, the 
Swiss educator emphasized his greatest diligence. In order 
to accomplish the desired result, he appealed to the hearts 
of his charges rather than to force upon them precepts by 
word of mouth . Pestalozzi urged that moral and intellectual 
education had to proceed together, but n evertheless, implied 
that each represented a separate entity, with the heart 
maintaining the highest place in the general scheme. 
Froebe~ too, emphasized moral training but perhaps 
in a way more clearly perceived. Where Pestalozzi only used 
his heart to change the condition of his children, Froebel 
used his intellect. Morality seemed to be the fulcrum 
around which Froebel's entire plan rotated. However, he did 
not consider entirely that the chi ld nece ssarily learned 
from the example of others • . According to Harris, Froebel 
was very well aware that the child harbored within him two 
selves, one founded upon egotism, and the other upon reason. 64 
64 Ibid., p. vi. 
178 
It became the business of education to unfold the rational 
self, arrl cloister the irrational. A moral life, he 
con sidered, could only be achieved by practicing morality, 
and,therefore,the model held before ~~s charges was that of 
the life of Jesus, and of God's fatherhood.65 
Two extracts from the Education of Man may prove 
advantageous at this point. First it is found that, 
In all things there lives and reigns an eternal law. 
This all-controlling law is necessarily based on an 
all-pervading, energetic, living, self-conscious, and 
hence eternal Unity. This Unity is God.66 
Secondly, one may read, 
••• it is the destiny and life-work of all things to 
unfold their essence, hence their divine being, and 
therefore, the Divine Unity itself to reveal God in their 
external and transient being. We must become conscious 
of our essence and accomplish it through our life. 67 · 
This unity, as expressed above, was completely characteristic 
of Froebel ' s work. The entire educational process bec~~e a 
process of unification. According to this great philosopher, 
this principle of unity is established between inner and 
outer man. The inner essence of things is recognized by 
man through his outward manifestations. Such being the 
case, Froebel considered it necessary to hold that education 
65Bowen, 2£• cit., p. 119. 
66Froebel, .2E.• cit •. , p. 1. 
67Ibid., P• 2. 
179 
had to begin with outer consideration of man, and from this 
starting point direct those values achieved from outward 
experience to act upon his inner s piritual being. The 
ensuing r .eaction would be noted from the results as expressed 
again by man's outer activity. Failure to indulge in this 
procedure 
results in mistakes in education, for the child that 
seems good outwardly often is not good inwardly; while 
the outwardl y rough, stubborn child that seems outwardly 
not good, frequently is filled with a strong desire for 
goodness. 68 
As expressed in the above, education had to begin with 
the outer consideration of man, for by man ' s doing, he may be 
known. Without his direction to God the Creator, man's work 
would have no meaning other than providing him with the 
necessaries of life, with food, clothing, and shelter. 
However, Froebel argued , since God created man in his own 
image, man should also create as productively and as 
continuously as did his Maker. With such understanding, 
man's spiritual side is thus awakened, and work takes on a 
far richer meaning, for now his inner being, or his 
spiritualism, expresses itself through his outward creation. 
Here it may be seen, as F~oebel observed, that man's outward 
creations are deep and profound reflections of man ' s 
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innermost soul. Therefore, the formula for moral training, 
in fact, the fountainhead of Froebel's entire philosophy, may 
be generally expressed in the following: 
The educator should make the external :tnternal, and the 
internal external, and indicate the necessary unity of 
both; ••• he should see and perceive the divine essence 
in whatever is human, trace the nature of man to God 
and seek to exhibit both within one another in life.69 
Inductive Me thod. It was through the efforts and far-
sightedness of Pestalozzi that education set forth in the 
new direction of the inductive method. It was considered the 
natural method, and since the days of the great Swiss teacher, 
the system has proved itself to be quite adaptable to the 
education of the child. Simply stated, this accepted method 
proceeds from the known to the unknown. Through analysis 
and inventiveness, known facts, used as the basis, permit 
the student to uncover general principles. The known refers 
to the thing which the child already has implanted in his 
mind. The unknown represents the ~ or the representation 
of the thing. Thus, by the very use of the word inductive, 
one calls to mind the phrase, 11 the thing before the sign. 11 
Through this sys tern, the learner is sts.rted on the IB- th of 
discovery, and by encouragement an:i independence wht ch is 
likewise allotted, the student is given absolute freedom 
to exercise his powers. 
69Ibid., p. 14. 
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Froebel was apparently aware in his psychology of the 
necessity 9f using the i nductive method. During that 
portion of .the Education of Man that dealt with earliest 
childhood, several examples were given of this process where 
the object, or, in other words, the thing was carerully 
connected with the word, or, the sign. As a tangible bit of 
evidence, Froebel offered an explanation of how a mother 
naturally followed this inductive procedure. In the company 
of her child, she noted a bird singing. Taking advantage 
of the learning situation offered, the mother said, "Hark! 
The bird sings l" The child saw the bird, heard its song, 
and thereby associated the things with the verbal signs. 
In reverse order, the mother then recalled the situation 
by asking, either then or at amther time, "Where is Peep-
peep?" The child was thei~eby asked to recall a mental 
picture of the thing from the verbal sign. In such 
circumstance, objects were connected first with the word or 
sign, and following this, the name recreated the object so 
that the thing and the sign seemed to be one.70 
Pestalozzi and Froebel appeared to resemble one 
another in their attitudes toward the instruction of 
arithmetic , i nsofar as the inductive method was concerned. 
70 Ibid., P• 64. 
It is offered here as further evidence of Froebel ' s emphasis 
upon the inductive method. The child was first asked to 
place similar objects together such as ~ars, apples,or other 
such likely wholes which a pupil may see and touch. As the 
process was continued, the pupil learned to count those 
objects which he at first merely segregated into groups of 
likes. The last procedure called for the child to count, 
using merely his understanding of numbers without the aid 
of any tangible parts or objects. Froebel carefully 
indicated that at no time was the child to use the numerals 
as meaningless sounds. Rather the pupils should never use 
numbers without the aid of things for a considerable . time, 
because numbers alone are meaningless . Here,then, the thing 
was at first represented by tangible objects; then the 
objects were later accompanied together with the sign or 
numerals; and lastly the sign was used alone for it was then 
considered plausible that through appropriate association, 
the objects and numerals appeared to be one. 71 
There was another important consideration of this 
inductive system that must not be overlooked. The unknown 
may refer not only to the sign, as has already been 
discussed, but it may logically point to the analysis of the 
7l.!E.!.Q. 
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thing, or in other words, the elements or parts. By the same 
process of consideration, the known may refer to that some-
thing which is already in the child's mind, and thereby 
represent within itself a whole. The whole-to-part method, 
then, finds itself very much a portion of the inductive 
system, and if the premise is to be made with any degree of 
certainty that Froebel followed through with this method, 
the whole-to-part system must necessarily appear. 
It w~ll be remembered that Pestalozzi was consumed 
by an insatiable desire to so psychologize education that a 
teacher or parent, by following a plan, piece by piece, 
could perfectly instruct a child whether he knew very much 
or not. He accomplished his purpose by breaking dcwn the 
elements of each object to its easiest and most logical 
terms, ·· in order that a student might proceed surely and 
easily from one step to the next. 
Unlike Pestalozzi, Froebel considered it impractical 
and impossible to expect that the psychologizing of a subject 
would make it feasible for a mother to carry through the 
teaching. Trained skill in teaching was esse.ntial if one 
would instruct another.72 However, there seems to be ample 
evidence that Froebel was very much aware of the necessity 
of proceeding from the whole to the part. 
72 Bowen, ££• cit., p. 106. 
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From the Education of Man, one found the mother 
instinctively following the procedure already introduced. 
"Give me your arm," was her first direction. In this case, 
the portion of the body referred to represented the whole. 
Secondly, she asked, "Where is your hand?" Now perhaps one 
can see that she began to instruct her charge in the 
complexity of his body. Next she directed, "Bite your 
finger." This entire procedure seemed to fall most natura lly 
into the whole-to-part method. 
Once the whole or the thing had been introduced to the 
child, it was most natural for him to try and discover its 
properties. Had this inclination not followed the child's 
introduction to the thing, the object would undoubtedly 
have soon become very obscure to the young mind. The child, 
as Froebel indicated, must examine the newly introduced 
object carefUlly even to such an extent that the toy, the 
flower, or other object might be broken or torn. Neverthe-
less, the fragments would indicate the inner nature of the 
object, the like or unlike parts, and through this kind of 
inspection, the thing would reveal itself more clearly to 
the inspector. Through this process, the child could learn 
his cause for liking or disliking the original whole. 73 
73Froebel, ££• cit., p. 64. 
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Up to now, there seems little if any difference in 
the concept of the inductive method between Pestalozzi and 
Froebel. There still remains one very important considera-
tion to weigh if fair, but obviously concise, treatment is 
t o be given this topic. The great Swiss educator endeavored 
to reduce all subject matter into its lowest terms so that 
the pupil might move from one thing to another with relative 
ease. At first the subject was presented in its wholeness, 
insofar as a child's experience would permit. Following 
such presentation, the materia.l was restudied, but in a 
manner that gave attention to each of the many elements of 
which the subject was made up . 
The third, and last procedure, rested in recombining 
the elements into more useful wholes. Thus during the early 
years of education, the child superficially dealt wi t h 
wholes; the middle years were given to essential parts; 
while the later years were dedicated to the reconstruc t ion 
of the whole into a more useful thing through the added 
quality of insight. 
~~ Froebel likewise divides his educative period into 
~~ . 
~ three distinctly different parts, namely, childhood, boyhood 
of man, and man as scholar in the Education of Man in order 
t o clarify certain of his principles. If these two 
-~<l~cat~rs were of the same mind, Froebel 1 s three divisions 
• 
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would follow accordingly to the plan given above, with the 
first emphasizing the whole, the second offering the parts, 
and the third reconstructing the whole again. This is not 
the case, however. One is warned at this time not to come 
to the hasty conclusion that the two educators have now come 
to a parting of the ways. Rather it would seem more logical 
to presume, at least, that possibly Froebel is placing 
something on top of that already contributed by Pestalozzi, 
for already it is presumed that sufficient evidence has been 
offered to warrant the assumption that Froebel indeed 
thoroughly believed in the inductive method which at once 
suggests the whole-to-part method. 
Taking again the example of the arithmetic lesson 
already cited, Froebel's thinking with regard to the whole-
to-part method may be clarified. Most of the lesson was 
begun and completed during that phase of the educative 
experience titled by Froebel as the period of earliest 
childhood. The child first placed together similar objects, 
all of which he became thoroughly familiar with through his 
own experience. Gradually he learned to count up to ten, 
.-- --~1 ways manipulating the apples, pears, etc. as he reckoned. 74 
--
___ ,. 
74 Ibid., p. 71. 
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Each fruit, as well as each numeral, represented a complete 
unit. It was this wholeness which Froebel stressed as may 
be evidenced in the following: 
Not only should man consider each thing as an undivided 
whole , but he should also look upon it as organized in 
its parts for a common purpose. He is to view it not 
only as an independent whole, an individual unit, but he 
should also view it as a member of a relatively greater 
and higher whole, fulfilling a hi gher common purpose.'75 
It seems reasonable to presume that whoever teaches 
a child to count to ten becomes involved with analysis . 
However, wholeness remains the only prescription that can be 
agreed upon since no method or breakdown can be universally 
suitable. If education is to be in accordance with nature, 
it cannot be uniform in pattern. Rather, the means to the 
end must be of the kind that will suit the capacity of the 
individual ins true ted. As indica ted by Bowen, "Development 
depends on the exercise being given when it is needed, at 
its being in harmony with the nature of the thing, and in 
proportion to the strength of the thing exercised. tt'76 From 
this, it may be seen that Froebel was in accord with the whole-
to - part method, but at the same time, his attitude may be 
considered more developed than that of Pestalozzi insofar as 
76H. Courthope Bowen, Froebel and Education through 
Self - Activity (New York: Charles Scribn er ' s Sons, 1906), 
P• 106 . 
• 
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the developmental approach was concerned. Any lesson deals 
primarily with the whole, and the position of that whole 
with other wholes,according to Froebel. However, from child 
to adult , analysis, or a diligent inspection of the parts, 
may ever be in order so long as the situation prompts such 
concern. 
Before closing t h is portion of the discussion, it will 
be well to consider hastily the thought expressed heretofore 
that most of t h e ari thmetic lesson is accomplished in the 
period of earliest childhood. In order that one may not 
derive any incorr ect implications, it must be pointed up 
that for all purposes , the lesson was comple te insofar as 
instruction was concerned in the presentation of t he counting 
fr om one to ten. That which remained was the complete 
development of insight to the degree t hat the child might 
attain the ability to count with out the aid of the objects. 
This phase of instruction, however, according to Froebel, is 
neve r to take place in childhood, but rather f inds its 
emphasis during the period of boyhood. This higher level 
of ins truction directs its attention to separating man and 
object outwardly in order to unite them inwardly. It is a 
period which separates the object from its name in order 
that l anguage may assume its own independent existence. 
The reading lesson may further exemplify Froebel's 
thoughts on the whole-to-part method . The first reading 
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lessons should deal with familiar objects or actions~ 
exactly of the type which the child has experienced. The 
child's attention should be focused upon sentences from the 
beginning for it is in this wholeness from whi ch sense and 
compr ehension may be found. Granted again~ that much analy-
sis may follow , from sentence to pbrs.se, from phrase to 
word, from word to letter, but no one l"llethod may in any way 
answer the degree to which the elements may require inspec-
tion. This much is up to the need of the individual~ and 
since the educative process is fundamentally up to the 
learner, it is for him to determine, in the last analysis, 
the degree of whole-to-part he may require. 
It seems fair to draw some conclusion with regard to 
the thinking of Pestalozzi and Froebel i n this system of 
whole-to- part . From the Swiss educator's emphasis on 
psychologizing education, his break-down of all wholes to 
their simplest elements, one may suspect that Pestalozzi 
induced the child to do what the teacher wanted him to do. 
The child was presented with one element of the instructor's 
choice, and then fed another. Although discovery was still 
a part of the process, it appears reasonable to consider 
that when one is offered a certain set ·· of clues, or elements, 
only one ccrrect solution may result. Therefore, the student 
under Pestalozzi discovered exactly that which the Swiss 
educator wished him to discover. 
190 
Froebel, 9n the other hand, worked toward free and 
spontaneous· activity. The child then learned in the way he 
wanted to le~n, which was emphatically more natural, for in 
this way, the pupil ' s discoveries were not the result of a 
series of given clues 1m tilled in the child th~ough the 
faculty of memory, but rather an achievement mad~ by the 
pupil ' s own insight. 
Faculty Psychology . Like Pestalozzi, Froebel often 
pointed to the use of the faculties. Both men, however, 
referred rather to areas of consideration confined to the 
developmentalists rather than to Locke's Faculty Psychology 
which hardly had any place in the thinking of Rousseau's 
disciples. Froebel contended that development was achieved 
through the exercise of one's faculties. ~he neglect of any 
organism led de cidedly to the weakening of that part. 
However, this thought was extended b~ Froebel, for he 
appeared reasonably certain that not only did a faculty 
lying dormant \rlthin oneself become weaker, but likewise, 
would have a decided effect upon the scions of him who 
failed to develop that power or skill. Slowly then, through 
successive generations, a faculty either decays or is brought 
to a higher and greater perfection. Should one wish then to 
develop his physique, he must exercise his body, and should 
one desire to develop his mind, the exercise of the mind i s 
19]. 
the only remedy. Only that exercise taken at the appropriate 
time and which proves entirely in accord with the nature of 
the thing will produce the real and desired development. In 
the light of this then, the 'exercise wh:tch strives toward 
the attainment of greater mental development must be in 
harmony with the nature of knowing.77 
Observation. Observation, perception, or anshauung, 
became the absolute basis of Pestalozzi's instruction. His 
entire educational system appeared to revolve around this 
one fUlcrum. Thus it was that the education of the senses 
became of utmost import. Besides emphasizing this observa~ 
tion in the child's educative experience, Pestalozzi, as 
well as the other developmen talists of the tine, was of 
the opinion that in order for successful teaching, educators 
must .constantly observe in order to determine with as much 
accuracy as possible certain. psychological principles upon 
which an educational system could properly rest. 
It cannot be denied that Froebel also acknowledged 
the necessity of observation in education. According to his 
principles of development, three stages existed, taking in, 
77Frledrich Froebel, Education of Man (New York: 
D. Appleton-Century Company,. 1887) ,' pp-.-48-49. Tra.nsla ted 
and Anno ta. ted by W. N. Ha.i lmann. 
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assimilating, and giving out. In emphasis of the first of 
these three phases, observation had to play a relatively 
important part. Therefore, in the instruction for earliest 
childhood, Froebel indicated this process as he pointed out 
how naturally the mother first called to the child's 
attention the physical parts of the body, the larger parts 
first and then their subdi vlsions which the child could 
see; and then proceeded to point out those externals which 
her charge could not outwarclly perceive, such as the nose, 
and eyes. Thus the maternal instinct gradually introduced 
the child to the outside world, proceeding from whole to 
part , and from the near to the reirote.78 Likewise, Froebel 
emphasized the importance oJ~ accurate perception which could 
be achieved through drawing. This representation of objects, 
as done through the outlining of forms, directed the mind 
toward ever clearer perception. 79 Again, the arithmetic 
lesson, previously dis cussed, indica ted that the child, 
according to Froebel, was instructed in his numbers through 
the observation of tangible objects. Perception, therefore, 
had a distinct place in the thinking of this great philosopher. 
78Ibid., p. 71. 
79rbid. 
• 
• 
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It was mentioned that Pestalozzi arrived at his own 
psychological principles through observation, and the 
identical s ituation accorded itself to Froebel. His entire 
theory of education was based on that which he himself 
perceived at f irst hand. Vfuen a young man, he studied 
science ; and throu@:l this experience, he wa s awakened to the 
fact that throughout organic nature, life, as well as growth , 
appeared to pro gress from lower to higher grades of condition; 
and that further, members of a class developed in 
appreciably the same manner as the whole class, so far as 
its background was studied and known. Therefore, he became 
convinced of a likeness one with another, of their unity. 
This uni~ of law indicated to him the unity of the origin 
or source of law. Through this, Froebel con sidered that 
human being s, like nature, were, in their essence, free from 
evil. He concluded then, that he must seek to develop those 
inborn capacities located i n the human being through a care-
fully graduated progress in every direction in a way such as 
the human race throughout history indicated.so 
Thus, for purposes of comparison, Froebelian thought 
coincided with that of Pestalozzi. However, unlike the Swiss 
edu cator, Froebel was a philosopher, a thinker . As such, 
BOB owen, .2£• cit., p. 92. 
I 
I 
I 
i 
i 
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one finds him rarely borrowing anything, from Pestalozzi or 
anyone else, without providing it with a new significance. 
It has been pointed out that the man from Yverdon primarily 
emphasized immediate perception. Doubtless, this new 
departure was of vast import to the developmentalists, and 
became for Froebel a riCh inheritance. However, a s Froebel 
seemed to indicate, observation was not the end-all by any 
manner of means, and that something was yet amiss which he 
intended to find and place on top of that contribution which 
Pestalozzi developed. 
Humanity , Froebel argued, must never be considered 
perfectly developed, nor so complete that it allowed itself 
to rest in a stationary position. Rather, humanity must 
pro gressively grow , continually developing toward ever 
greater perfection. Should man consider his development 
complete, all generation s stemming from this period of so-
called perfection must then achieve no other greatness than 
to imitate constantly past civilization. To observe wi th 
no s p ontaneous activity accompanying perception would tend 
to make each succeeding generation a dead copy of the 
precedi ng one.81 Froebel and his followers would defend 
Pestalozzi by saying tha t observation is an essential, but 
81Froebel , 2£• cit., p. 17. 
on ly as a beginning, and for the only pu r p ose of arcusing 
within the child self-activity. 
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Self-Activity. Immediately, Pestalozzi must also be 
credited with this next phase of educative activity. The 
s tatement might startle some into discrediting the fact that 
Froebel 's de-emphasis of observation, and extension of self-
activity, was orig inal at all. However, one must a lways 
remember that in comparing, even in a relatively broad 
sense, two philosophies, if Pestalozzi may be considered a 
philosopher in the full meaning of the word, it is possible 
to find certain approximations, and even distinct elements 
that coincide precisely one with the other . However, full 
understanding of the thinking represented in each poin ts up 
vast differences in degree. 
Because there exists no clear exposition of 
Pestalozzianism, it becomes constantly necessary to deduce. 
Sin ce self-development is actually the result of self-
activity, the fact must be accepted that doing is an important 
f actor in the Swiss educator 's principles. The teacher's 
efforts were directed toward rousing the activity of the 
stu den ts, the subject matter learned becoming a ~rsonal 
thing between tha.t of the individual and the activity of 
which be was a part. 
In spite of the fact that self-activity was apparently 
known, and a genuine desire appeared to be expressed to u se 
• 
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the pr inciple to its best advantage, a look at the 
Gesm1gbildungslehre Nach Pestalozzischen Grundsatzen by 
Pfeiffer and Naegeli, a work approved by Pestalozzi as an 
expression of his pri nciples in music, well expressed the 
degree of self-activity actual ly achieved. The treatise 
reduced the whole into its multitudinous elements, and the 
pupil was fed each segment, one at a time, until the whole 
was once more put together. There was no choice given the 
student whatever in the study of music . In dictatorial 
manner, the teacher provided his natural way, borrowed, so 
to say, from nature ' s way as interpreted through Pfeiffer 
and Naegeli . The child ' s natural inclination did not appear 
to be greatly considered . The pupil was actively engaged 
in doing , but self-activity, suCh as Froebel would interpret 
it, was most difficult to find . There was no freedom, for 
all necessary clues were provided by the instructor, and the 
discovery hardly meant more than the child arriving at th e 
identical solution which was premeditated by the teacher. 
In defense of Pes talozzi, which indeed appears 
appropriate at this time, the following statement made above 
should be recalled, "Self-activity such as Froebel would 
interpret it is most difficult to find. " It must be insisted 
that activity appears, even if only in embryo . Pestalozzi ' s 
aim in breaking asunder the whole into its parts, was not 
pointed toward memory work, although if one recalls the 
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work at Stanz and Yverdon, much of this was emphasized. In 
theory, the child inspected the elements in order that 
understanding and insight would replace the memorization 
that had held such an important place m education before his 
time. Therefore, the learning process, in its wholeness, was 
left completely to the individual instead of teaching by 
precepts through which understanding could not easily take 
place. The activity of learning then, i n Pestalozzian 
thought, was indeed self-activity , but the means toward that 
end leaned rather heavily upon older and more traditional 
philosophy. 
Froebel's aim differs from Pestalozzi in that he 
would educate the child through self-activi~, rather than 
to place an over-emphasis upon observation or perception. 
As interpreted through Harris, "the pupil unfolds his will-
power quite as much as his sense-perception, and by this 
arrives in the surest way at thi nking reason, which is the 
culmination of self - activity. 1182 The child first begins 
with that which he may easily grasp, and with this Pestalozzi 
would agree. The pupil must also commence with that which 
appeals to him. However, these two requisites, in them-
selves, are not sufficient to completely justify any 
s21 ..El:.£., p. vi. 
• 
198 
activity, or for.m the basis for any real learning situation 
according to Froebel. A third and mos t important 
consideration is yet due before the educative experience is 
determined by the philosopher to be entirely satisfactory. 
The work must lead the pupil forward towru~d the development 
of all his powers in order that the chi l d may eventually 
have complete control of his entire being. This final 
achievement Froebel refers to as the principle of life-unity, 
a chief characteristic of his work. He often called this 
process of unification "developing, or human culture for 
all-sided unification of life. " 83 This unification implied 
harmony in feeling, thinking, willing,and doing; and with 
respect to humanity, as a whole, it stressed the 
subordination of the person to the common welfare of all. 
So long as the Divine Unity was not disturbed, the child 
developed according to that which was in him, precisely in 
the same way as a duck would proceed to water. Plant and 
animal life, it was ventured, were left completely alone 
because it was generally conceded that nature ' s own laws 
provided for their proper development. 84 By the same 
thinking then, it seemed inconceivable that the human was 
83Ibid., P• 2. 
8 4rbid. , p. 7. 
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so set apart from natural law that he must be considered as 
a lump of clay to be moulded into an image quite apart from 
natur e's own plan. 
Hastily, it must be injected at this point that self-
activity did not at all imply complete self-direction. 
Through play, the pupil found his own original powers, and it 
was up t o the instructor to organize an educative system that 
unfolded those tendencies which were brought to the fore by 
and through this free activity. However, complete freedom 
on the part of the child was not the desideratum, for it 
becmne the duty of the teacher to supply those necessary 
incentives in order that the unfolding process, taking place 
within the child, would properly consu~mate itself into the 
unity toward which Froebel constantly aimed. 
From this, the teacher's position may be seen more 
clearly with respect to this emphas:ts upon self-activity. 
The instructor provided the spirit, the motivation , that set 
the child's whole being into continual action, and further, 
represented a guiding influence in order that the activity 
might be directed toward the primary aim of unification 
which in the end made the individual a complete master of 
himself. 1he responsibility of the school was not to teach, 
according to Froebel , a multiplicity of i solated facts 
which continually demanded further analysis, but rather, it 
was to project principles in their wholeness, and further, 
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to concentrate upon showing the relation of one whole to 
many others.85 His formula for this unification may be 
described in the following way: For the individual there are 
t wo opposite poles, one representing the outer world with 
form and matter, and the other an inner world representing 
the mind and spirit; language seems to be the mediator 
between these poles, being used with one or the other, but 
gradually this third component frees itself from either, and 
thus unites these poles into one unified whole. 
Continuitz. In this effort to project the essence of 
F.roebel's philosophy, considerable emphasis has been placed, 
through this discussion of self-activity, upon unity. There 
seems to be one more important phase under this topic which 
deserves consideration, and that is the principle of 
continuity. In order that education might conform to the 
laws of nature, it had to refuse alignment with a psychology 
which implied an adherence to a uniform pattern. Each 
individual was different from another, according to Froebel, 
due to those fundamental differences which sprung from 
endowment and inheritance. Further, this philosopher pointed 
out that a boy became a boy not because he lived a given 
number of years, but rather, that he completed a period of 
85Ibid., p. 128. 
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infancy through living up to every degree called for by that 
particular period . Likewise, a youth became a youth only 
because he completed successfully those requirements which 
nature insisted upon through the preceding stages of infancy 
and boyhood. Rather than to consider each of these divisions 
separately, Froebel ins is ted that these parts were bound 
together into one continuous whole, each segment of which 
depended decidedly on all that which already had transpired 
tbrough previous per iods . Therefore, a fundamental principle 
that threaded its way through the philosopher ' s educational 
system was this element of continuity.86 
Now, in the family, the child sees the parents and other 
members of the family at work, producing, doing some-
thing; the same he notices with adults generally in 
life and in those active interests with which his family 
is concerned . Consequently the child, at this stage, 
would like himself to represent what he sees. He would 
like to represent - - and tries to do so - - all he see s 
his parents and other adults do • •• What formerly the 
child did only, f or the sake of the activity, the boy 
now does for the sake of the result or product of his 
activity; the child ' s instinct of activity has in the 
boy become a formative instinct, and this occupies the 
whole outward life, the outward manifestation of boy-
life at this peri od.87 
Fran the above, it may be well to observe that Froebel first 
insisted upon the necessity of achieving a lower condition as 
requisite to the realization of a higher one. Therefore, it 
became imperative to foster what at first appeared as 
86Bowen, Q£• cit., p. 27. 
87Froebel, ££• cit . , p. 98. 
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purposeless activity, for the mere process of doing contained 
the germ of greater and higher development. Continuity, 
therefore, became a very i mportant aspect of Froebelian 
thought. 
Creativity. Creativeness was not at all considered 
amongst those principles discussed heretofore under 
Pestalozzianism. The Swiss educator was primarily involved 
with observation and perception, and although he offered 
some thinking along the lines of self-activity, the element 
of creativity was something to be considered by those who 
followed him. On the other hand, Froebel took from 
Pestalozzi the principles of observation and self-activity 
and added a new significance to both. In spite of his 
development of these two considerations, .F'roebel found that 
even these, properly placed, were not indeed enough for his 
purposes, particularly in the earlier years of childhood 
educat ion. \A child can not add to the many varieties of 
material, but he can observe them, and through searching 
may discover certain relations between one whole and another. 
However , the interest of a child looking upon an object is 
of course limited, ani searching for abstractions within a 
given whole often proves too far beyond the powers of the 
child. Therefore, something must be added to discovering 
and observing if a c omplete educative experience is to be 
given with nothing left to be desired. As has been said, 
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nothing can be added to the variety of material, but they can 
be modified in form and arranged in new combinations. This 
kind of procedure demands greater activity of the mind, as 
well as requires the intercession of certain physical powers. 
Through this combination of physical and mental powers, the 
activities of the child become outward expressions of inner 
ideas. 1 'lhis projection of the inner to the outer becomes 
'· 
'\ 
the Froebelian doctrine of creativeness.88 ' 
f 
' Perhaps through this principle of creativeness, one 
finds the difference between Pestalozzi and Froebel in their 
mutual term of self-activity. \ The Swiss educator emphasized 
a learning process that crmnmed the memory with lists of 
nsrnes, verbal facts, and with imitation in singing as well 
as in reading and writ:tng. Memory then was the primary 
faculty to which most material was directed. To Froebel, 
self-activity called for an all-sided activity of the whole 
being, both physical and mental. 
Faith. The entire Froebelian educative concept seems 
to rest upon faith. Only continual growth represents this 
developmental concept, with each individual free to develop 
through his own self-activity, and hopefully, to achieve his 
destiny and attain his perfection. F.rom the ~ducation of 
Man one reads, 
88 Bowen, ££• cit., pp. 53-54. 
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For in every human being, as a member of humanity and 
as a child of God, there lies and lives humanity as a 
whole; but in each one it is realized and expressed in 
a wholly particular, peculiar , personal manner; and it 
should be exhibited in each individual human being in 
this wholly peculiar, unique manner so that the spirit 
of humanity and of God may be recognized ever more 
clearly.89 
The theory forbade the treatment of any class the 
same way as ~~other, and condemned any condition which sought 
to extract the same body of material from every individual 
from every class. Only through faith did any instructor 
find succor when he tried to evaluate those things achieved 
by the individual student as well as by the whole class. 
V Interest. 'l'he importance of interest in the 
educational thinking of F'roebel was continually apparent. 
He contended that .the child should not only begin with what 
he could most easily manage, but likewise, with that which 
could prove most pleasant. Froebel studied the relation of 
children's activities in play to the growth of their minds. 
He discovered that it was through play that the child came 
to the more complete realization of his own natural powers. 
This more primitive condition proved to be more-or-less the 
foundation upon which the great philosopher built toward 
higher and more perfect achievement. From purposeless and 
notably care-free play, Froebel realized the child's natural 
89Froebel, ££· £1!., p. 17. 
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inclination toward those things which necessarily led to 
more purposeful pursuit. Under such circumstance, he argued 
that in childhood one found an imitation of those activities 
normally carried on in the home by adults. When boyhood was 
reached, the same individual craved to assume or, at least 
share in, certain responsibilities of the home. Therefore, 
what first indicated itself as only an imitative activity 
later became a genuine, f ormative experience.90 It became 
a pparent that Fl~oebel ' s self-activity was indeed coupled 
with joy. He understood the.t tre natural way was the child ' s 
individual way, and although he did not leave the child 
completely alone or allow the pupil complete freedom, his 
e ducative system provided for the development of the 
individual, making the most from those i nherent capacities 
that showed themselves through free activity. Interest, 
therefore, indicated those capacities within the child that, 
through the guidance and help of the teacher, were freely 
unfolded. Froebel underscored this act of guidance and help 
when he said, 
To give firmness to the will, to quicken it, and to make 
it pure, strong arrl enduring, in a life of pure humanity, 
is the chief concern, the main objec t i~1 the guidance of the boy, in instruction and the school. 
90Ibid., P • 98. 
91Ibid., p. 95. 
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Reason. Froebel emphasized a rule when he said, "To 
lead children early to think this I consider the first and 
foremost object of child-training.n92 Through his process of 
unfolding, Froebel considered that the child himself arrived 
at thinking reason. This development was not, however, placed 
in the child's own hands, or achieved by merely allotting 
complete freedmn to the educator's char ge. Within the human 
being there existed two selves, acco1•ding to Froebel , one 
which fed upon egotism, and the other upon reason. Although 
the cultivation of selfhood rested upon the pupil alone, the 
educative p rocess was so developed that the rati.onal self 
was permitted to unfold, whi le the irrational self was tied 
down. According to Froebel, reason, t he primary desideratum 
of education, was embodied in God. Therefore, reason, the 
ultimate goal to be achieved, was realized through the all-
sided unification of life. Education, then, devoted itself 
to establishing this desired unification. Under such 
circumstance , the aim of all teaching, acco rding to the 
Educati on of Man was 
• • • to bring the scholar to insight i n t o the unity of 
all thing s, into the act t hat all things have their being 
and life in God, so that in due time he may be able to 
92Ibid., P• 64. 
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act and live in accordance with this insight . Instruc-
tion itself offers the ways and mean s for attaining 
this aim. 93 
Education then, dedicated itself to the unification of those 
thing~ which were isolated through guiding the child's 
attention to the Divine Spirit that was the unifying influence 
of all things. Through this process, reasoning was 
established, a process which was ultimately in the hands of 
the individual through his own activity. 
J Music . Froebel left behind him no approved musical 
text from wbi ch one may derive a carefully com eived system 
of music education for the classroom, such as was available 
through Pestalozzi. However, the philosopher did leave 
some thoughts with regard to music, . and it seems appropriate 
to mention them at this point. 
In the Education of Man , it is carefully pointed out 
that in the case of art, one may find a side that emphasizes 
m ath~emati cs, another .that touches upon reason, yet another 
that maintains primarily a stress upon the representation of 
the inner being, and still another side that points up 
religion. According to Froebel , the choice available was 
that side which emphasized a representation of the inner. 94 
93Friedrich Froebel, Education of Man (New York: 
D. Appleton-Century Company, 18 87), p.12s:- Translated and 
Annotated by W. N. Hail mann. 
94Ibid., p. 225. 
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Moreover, one may quickly ascertain upon a perusal of 
the Education of ~ that unless the individual indicates a 
true artistic calling, the instructional processes will 
carefully guard against such an emphasis upon the subject as 
to gi ve the student a mi staken notion that he is being 
trained as an artist. 
Its intention will not be to make each pupil an artist 
in some one or all of the arts, but to secure to each 
human being full and all-sided development, to enable 
him to see man in the universality and all-sided energy 
of his nature, an:l, particularly, to enable him to 
understand and appreciate the pr oducts of true art. 95 
Nevertheless, Froebel clearly indicated that the subject had 
a definite place in the curriculum, and that it was, insofar 
a.s its natural a.im was concerned, studied with the seriousness 
that became anything that might be done within the various 
areas of the school. No men ti.on, however, was made as to 
the amount of time it would normally occupy in relation to 
the other subject matter areas. Although it was not 
entirely clear whether reading was included, there was, 
perhaps, more reason to believe that it was not for several 
reasons. 
From a lesson given in the Education of Man, two 
methods of instruction wer-e apparent. The first consisted 
of the teacher expressing a song-greet ing which he 
apparently gave spontaneously. 'rhe instructor pressed very 
2 .09 
easily for equally spontaneous musical replies from his 
pupils, in order that they might learn to outwardly express, 
tP~ough music, their inner feelings. After a few children 
thus expressed their inner emotions, the teacher quickly 
moved into another activity, namely, the teaching of a song 
by rote. The lesson held more within it than merely 
training voice and ear, however. Following through the 
lesson carefully, it was apparent that the song was very 
carefUlly chosen to express through word and sound the 
feelings the class may have had at that particular moment. 
In addition, it was clear that the instructor was ever aware 
of that which his class wished to express, so much so that 
the song learned one day, did not become a project for 
perfection necessarily. The primary purpose of the activity 
was to draw forth the inner feelings of the class. Indi-
vidual singing was given attention , and the pupil ' s success 
was measured, not in the vocal rendition, but in the way in 
which the feeling and truth of the words were most fully 
expressed . Attention was carefully given by the teacher to 
select those songs that had a connection to the child's own 
life, and that enlisted the interest and pleasure of the 
class. 
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III.. FROEBE.'LTAN THEORY AND PESTALOZZIAl'{ PRACTICE 
Introduction. The National Music Co~~se enjoyed a 
considerable amount of' pop.ulari ty throughout, at least, the 
last quarter of' the nineteenth century. It may be assumed 
then, that somewhere, whether in the original publication 
or in the later revisions, a measure of' Froebelian thought 
would be reflected within its pages f'or several reasons. 
In the first instance, there is reason to presume that the 
philosophy of' the great German was gaining a f'oothold in 
thi s country. 
As early as 1872, Hailmann off'ered to the National 
Educational Association an address dedicated to the 
adaptation of Froebelian thought to the institutions of 
this country. Besides of'f'ering a clear-cut statement of the 
principles involved in the philosophy, a very particular 
point was clarified. The Kindergarten, developed by Froebel, 
was not by any means the sum and substance of the work of' 
this philosopher, but rather that the thinking projected by 
the German found application in the higher areas of the 
educational sys tern. 96 Again in 1880, this same person 
offered a comparison of Pestalozzi and Froebel before the 
96w. N. Hailmann, "Adaptation of' Frcebel 's System of' 
Educat i on to American Institutions," National Educati on 
Association Journal of' Addresses and Proceedings, (1872), 
PP • 142-144. 
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members of the National Educational Association. Here he 
pointed out how Froebelian thought not only rested upon what 
Pestalozzi had previously achieved, but went further and far 
beyond the old Swiss master. 97 Specifically, the educative 
procedures of this time strongly supported the active, the 
productive, and the creative processes in education, all of 
which were rather basic to the Froebelian philosophy and 
psychology .98 
A further exhibition of some of the thinking of the 
time may well be indicated in the following: 
The fullness of life for which education is to prepare 
is not found in training young minds in habits of 
contemplation, but in trainir~ for thoughtful action . 
Education must build up, not only the impressible brain, 
but more particularly the impressive will and creative 
intelli gence . All progress of education must be in the 
direction of rational adjustment to environment, in the 
building up of an ideal world of convictions, and of the 
stimulation of thoughtfUl activity. Whenever you teach-
ers require from your pupils not simply the recollection 
and recitation of the data of information, but insist on 
the ready and thoughtful assimilation of such knowledge, 
you e.re doing a service to education. 99 
Although not pointing up Froe bel by name, the thinking 
97w. N. Hailmann, "From Pestalozzi t o .Froebel," 
National Educati on Association Journal of Addresses~ 
Proceedipgs, (1880), pp. 128-135. - · 
98William H. Burnham, "Child Study as the Basis of 
Pedagogy, " National Education Association Journal of 
Addresses and Proceedings, {1895) , 720. 
99F. Louis Soldan, " The ?regress in Public Education," 
National Education Association Journal of Addresses and 
Proceedings, (1895), PP• 177-182. 
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characterized in the above is decidedly in tune with those 
precepts and principles heretofore presented. Another 
extract may suffice to underscore the presumption made at 
the outset of this portion of this discussion. 
Where earlier centuries strove to establish types af 
character or of thought, or of conduct, and make indi-
vidual boys and girls conform to these preconceived 
types, we have tried rather to take actual boys and 
girls, actual men and women and make the most of their 
several capacities. Psychologtsts, with methods as 
divers as Froebel on the one hand and Spencer on the 
other hand, had agreed in this cardinal principle of 
educational theory.lOO 
Writings which primarily related to music also 
indicated the possibility that Froebel's philosophy entered 
the thoughts of thinking individuals at this time. From 
material presented earlier in this chapter, it would appear 
logical to presume that if Froebelian thought is to be 
found, the Boston teacher would be the person through whom 
this new educational philosophy would be projected. A look 
at a few selected passages from the writings of this 
particular time may serve to emphasize the above. 
At this time, Bicknell offers such material , extracts 
of which appear below: 
••• We must also recognize the amazing progress that 
has been made within the last forty years in our public 
school. • • To both (Lowell and Luther Mason) we are 
100 Arthur T. Hadley, "Education Methods and Principles 
of the Nineteenth Century," National Education Association 
Journal of Addresses and Proceedings, (1895), 19. 
213 
indebted ••• for establishing musical instruction on 
the basis of sound underlyine principles, and of working 
out into practical realizs.tion the problem of a sensible 
curriculum of school music •••• his (Lowell Mason) 
great work in our schools dates from his conversion to 
sound pedagogic principles which underlie all good 
teaching of today ••• and all that we have since gained 
(since Lowell Mason) has been supplemental, and not 
substitutional, for our normal methods recognize: 
1. Sounds as the objects of sense perception; 2. the 
gamut as the musical unit; and the unit of thought; 
3. differences and resemblances the bases of judgments; 
4. learning to sing by singine; 5. cultivation of the 
creative and inventive faculties in musical composition; 
6. principles from £r~ctice by induction; 7. music as 
a means, not an end. 9l 
It would appear from Bicknell's contribution that 
Mason extended the thinking of his predecessor, but in no 
way changed the underlying principles. The very indication 
of this hints at similarities in the case of Pestalozzi and 
Froebel , where the latter built a philosophy on top of a 
foundation laid by the former teacher. By reading carefully 
the seven principles stated in the above, one may see 
certain indications of Froebelian thought. 1be first 
pointed out perception and Observation which were 
characteristics of both Pestalozzi and Froebel, as was also 
the fourth which suggested "learning to do by doing. 11 The 
second underlined the whole as the unit, which at once 
indicated the new German philosophy, as did also the fifth 
101Thomas W. Bicknell, "Music in Public Education," 
Music Teachers National Association Volume of Proceedings, 
(1886), pp . 177-184. 
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in its mention of the cultivation of the creative and 
inventive faculties. The seventh principle distinctly 
underscored music as a means and not an end. 
A more decided clue even than that indicated directly 
above was found in the writings of McConathy, when he said, 
It was in Cincinnati that Luther Whiting Mas on became 
acquainted with the school music books of c. H. Hohmann 
that great German pedagogue, follower of Pestalozzi 
and Froebel as expressed by Johann Naegeli.102 
As a matter of fact, Mason became so interested in the work 
of this successful pedagogue that he had the book translated 
into English. Even a hasty perusal of this work indicated 
how closely Mason followed this work, and through the 
principles projected in this Ge~nan book, the National Music 
Course was eatablished.l03 
A further connection with Froebel in regard to music 
' 
education was projected by Kelsey when he said, 
Music is the expression of feeling, as words are of 
ideas; and I would that all future musicians, so-called, 
would be made to understand this : that their art is 
me. de for tbi s purpose--end for this purpose wholly-... 
to express feeling. This then is music, the expression 
of feeling by the most aesthetic, acoustic forms. This, 
then, is music in the new education. Aid at growth or 
unfolding of the embryos of feeling tn the young human 
soul, and the term "Music in the New Education" is used 
l02osbourne McConathy, "Evolu tion of Public School 
Music ," Music Teachers National Association Volume of 
Proceedings, (1922), 163. 
103cl ara E. Lawrence, "Early School Music Methods," 
Music Educators Journal, XXV, (December, 1938), pp. 20-22. 
merely to call your attention to the possibilities of 
Froebelizing this truly kindergarten subject, both in 
spirit and in subject matter.l04 
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There is still another reason, beyond those already 
expressed, which gives one a right at the outset, at least, 
to consider the possibility of allying Mason 's work to 
Froebelian thou~ht. In the National Music Course, the Boston 
t -eacher confessed to a certain influence from Currie, a 
rather famed educator in Scotland. 105 Although research 
failed to discover whether or not Currie ' s work fell entirely 
within the realm of the Froebelian philosophy, there were 
indications in his writings which pointed toward certain 
similarities of purpose. Although his principles may not 
have been taken from Froebel, they nonetheless pressed 
toward goals that indeed indicated parallelism. 
In a lecture given in Edinburgh, Currie suggested that 
one derives the principl es of teaching 
from a consideration of the nature of the being we seek 
to educate . He is endowed with certain faculties of 
mind and soul, which develop themselves in a certain 
order as regards the whole, and in a certain mode as 
l04David Kelsey, "Music in the New Education," 
National Education Association Journal of Addresses and 
Proceedings, (1894), 930. 
105Luther W. Mason, 11 The National Music Course 
Intermediate Music Reader (Boston: GinnBrothers, 1886), 
p. i v. 
regards each. When we know the laws that regulate 
their healthy development, we know the principles of 
education . 106 
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It may be elicited from the above that Currie may be 
categorized as a developmentalist, the well-spring of 
Froebelianism. An even more pertinent example may be 
withdrawn from another portion of Currie's works which 
proceeds as follows: 
It exhibits the child as he is, active, full of life, 
energy, love of play, capacity for work; happy, enjoying 
life, and activity; social, needing company and giving 
help and sympathy; possessed of sensibilities, having a 
will of his own, and gifted with intellectual faculties 
capable of development and growth ••• Currie says, 
"the child's constant, intense, and successful activity 
with things indicates the method of training proper to 
h:is earliest years."l07 
Any one of these thoughts, exhibited in the above, could well 
have been extracts from the Education of Man insofar as the 
thinking is indicative of that which Froebel projected. In 
fairness to the discussion, however, it must be injected at 
this point that Currie was totally unfamiliar with the 
Kindergarten, and , therefore, with Froebel as a philosopher. 
His work indicated, nonetheless, that he was keenly aware of 
the need of infant training, and seemed to foreshadow such 
in his writings . 
106James Currie, Principles of Teaching in Their 
Relation to Methods (Edinburgh: Sutherland and Knox, 1854), 
p. 9. 
107James Currie, The Principles end Practice of Early 
and Infant School EducatiOn (New YOrk: --r. L. Kellogg and 
Company, 1891), PP• xviii-xxi. 
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What has been given above represents an endeavor to 
indicate that the thinking of this man to whom Mason was 
wont to attend in educational matters was probably not 
opposed to the principles of Froebel. Therefore, as one 
consideration among many, it helps to justify the possibili-
ty that Mason could have been drawn to Froebelian philosophy. 
Whether such was the case is the object of the following 
pages. 
Moral training. It was mentioned heretofore, that 
moral training appeared to be the fulcrum around which 
Froebel's entire educational system rotated. Not by example 
or by precept was this to be developed, but rather a moral 
life was to result through the practice of morality, and the 
way was precisely that which the life of Jesus exemplified. 
It was his thesis that the child, in the course of his 
education, as well as his life, must unfold his essence which 
was precisely his divine being, or a complete unity with his 
inner and outer self. He considered it necessary, in order 
that this might be accomplished, to hold that education had 
to begin with outer consideration of man, and from this 
starting point, direct those thoughts thus inculcated to act 
upon his inner spiritual being ; and from such reaction, 
note the results as expressed again by man's outer activity. 
Music provided many sides of emphasis, but according to 
Froebel, the choice that was available was that side which 
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emphasized a representation of the inner man. It was , there-
fore, the plan to use music as a means of permitting children 
to express their inner feelings through word and sound. A 
pupil's success was measured, not in the way the child s&~g, 
but rather the success he achieved in rendering the feeling 
of the words and music. 
Research did not provide to any degree the desirable 
quantity of rna terial sufficient to draw Mason close to 
Froebe"! in this regard . In the above, the moral aim is 
primary. According to the National Music Course, music not 
only provided several sides of emphasis, but all those which 
it suggested we r e studied. According to Mason, 
Music is a language, and in the public schools should be 
taught in the same manner as reading . Music is a 
sci ence , and the public schools should develop it from 
a scienti fic basis •• •. Mus i c i s an art and should be 
employed in the publ ic schools to charm the ear and 
elevate the sou1 . 108 
In spite. of these three aims which Luther Mason set 
forth to achieve , he probably held the moral influence , as 
did Lowell Mason, as the highest, a fact which may be 
derived from the following : 
Not only was e very song to fill a place in the grade 
of teaching, but more important it was expected to bring 
108Luther w. Mason and others, Educational Music 
Course Teachers ' Edition (Boston: Gin and Company, 1898), 
p. iv. 
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into the life of the pupil a new eler0~t of inspiration, incitation, and spiritual influence . 
This, however, is pure deduction, for it will be noticed that 
the above is not an extract of Luther Mason ' s own writing, 
but rather a quotation of an opinion by someone else. Such 
was decidedly necessary, for beyond the music text books 
which Luther Mason wrote, no articles or books were found 
which might have offered any clues to his philosophy. Should 
one be unable to assume that this spiritual influence was 
uppermost in the m:lnd of Mason, it is unlikely that any more 
potent clues may be offered in this regard. 
Lowell Mason was very clear about how this moral 
training could be developed through music. From Luther Mason 
there seems not a work to be found in this regard. It may be 
assumed, since morality has, to a degree, been already 
located i n the works of the younger Mason, that it would be 
developed in the same manner as that of his predecessor. 
However, it would t hen be necessary to make an assumption 
similar to the circumstance above as regards the quotation 
by Mathews . 
The condition of music education in Boston at this 
time decidedly indicated that reading, not moral training, 
provided the true aim . It will be remembered that in 1845 
109w. S. B. Mathews ( ed. ) , "Luther W. Mason and School 
Music," Music II, (September, 1892), 481. 
Lowell Mason was relieved of his duties in Boston, very 
probably because there was a desire on the part of some 
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for more emphasis on music reading ! In 1864, Luther !i•Iason 
was invited to Boston in order to help inaugurate music in 
the primary schools. If the pr inted score occupied the time 
of the g rammar school, it would seem that whatever was to 
be done in the prirrBry division had to contribute toward a 
future development already conceived, and that goal was not, 
primarily, moral education. 
This emphasis upon reading incurred still further 
disagreement between ~~oebel and Luther !:ason. A perusal 
of the Education of Man will indicate that except for that 
individual who proves himself to true artis tic calling, 
the instructional processes will guard against any such 
emphasis upon the subject as to give the child a mis taken 
notion that he is being trained as an artist. 110 
With regard to moral training through music, Froebel 
and Mason cannot be said to be comparable. The Ger man 
philosopher found music a con tr:i.butor to the whole 
curriculum in that it provided an outward expression of 
inner man. Mason separated music from the curriculum, to 
a degree, by emphasizing it more as an end itself, than a 
means to an end. 
llOsupra, p. 148. 
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Inductive Method. Froebel was as keenly aware of the 
necessity of using the inductive method as was Pestalozzi, 
his predecessor. As has already been indicated earlier in 
this chapter, the Education of Man offered several examples 
of instruction that proceeded first with the thing and then 
progressed to the sign. 
Although Luther Mason did not so clearly state his 
position, the same procedure was quite apparent. First, 
it has been established that he leaned toward Currie, a 
Scotch educator, for some of his educational thinking. From 
a study of tbis European pedagogue he is found to say, 
\Vhatever be the teacher's method of exposition, he 
should arrange his matter in such a way that the 
instruction shall proceed from what the pupil knows of 
the subject to what he does not know. This is the 
natural order.lll 
This, of itself, is of no import, since Mason does not, in 
his textbooks, make such an is sue of allying himself 
particularly with anyone to the degree that Lowell Mason did. 
The above offers only a clue. 
'I'hroughout the Nat ional Music Course, the rote-note 
procedure is clearly evidenced as will be seen ~esently, 
but such a process makes one hesitate to assume too quickly 
lllJames Curri e, The Principles and Practice of Common 
School Education (Cincinnati: Robert Clarke and Company, 
1884), P• 229. 
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that any part of the technic may be allied precisely to the 
inductive method unless a decided statement to that effect 
is apparent . Fortunately, from a catalogue of Ginn and 
Company, some pertinent information be aring upon this 
discussion is forthcoming : 
When children enter school at the age of five or six, 
for which ages the New First Re ader is desi gned, their 
acquirements in speech have been so far advanced that 
there has been laid a good f oundation for instruction 
in reading. It is not so to an equal extent in singing. 
This deficiency must be supplied, as it is in this book , 
by a systematic course in rote singing ••• 112 
This evidence allows one to accept the fact that Luther, as 
well as Lowell Mason, realized the necessity of presenting 
the thing or object before the sign or notation. 
More important to Luther Mason was that phase of 
the inductive system that contended that the unknown may 
point to the analysis of the thing , or rather the parts or 
t he elements that make up the whole. In the same way , the 
known referred to that which was already in the child's mind, 
and thereby represented within itself a whole . The whole-
to-part method, then, found itself very much a part of the 
inductive system, and an exceedingly vital entity wi th 
Froebelian thought, as well as that of Mason. Although a 
similar consideration was given in the section devoted to 
112catal ogue and Announcemen te,, 0ommon School Edition 
of the National Music-course (Boston: ' Ginn and Company, 
1891), p . 54. 
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Pestalozzi, it must be clarified immediately that Froebel and 
Pestalozzi d:if'fered considerably with regard to the whole-to 
part method, and therefore, it followed tha.t Lowell and 
Luther Mason did not think similarly in this connection. 
Wholeness, according to the German philosopher, remained the 
only prescription to follow educationally, and the educative 
· purpose was to deal with the independent whole and also 
perceive it as a member of a higher and greater whole. 
1hing s, therefore, were dealt with in their completeness 
rather than in their parts. It might be difficult to argue 
against the probability that the child must eventually become 
involved with analysis, an~ therefore, with parts, but no 
universal method can be invoked as a suitable means to 
acquaint every individual with the same analysis. Since 
every indidivual is different, so will his analysis differ 
from all others. 
In complete agreement with this basic tenet, Mason 
proceeded to discard the alphabet system of reading, such 
as had been popular heretofore, and adopted a rote method 
which allied itself very much to the new language reading 
technics of the day. E~om an extract of an article by Hall 
more emphasis may at this time be given to this manner of 
thinking. Likewise, it may be indicated that the rote method, 
so often attached to the name of Mason, was indeed far 
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more meaningful, sensible, and workable than many educators 
at t h is time wished to credit it. 
• • • few of the best primers for teaching children to 
read have not been by the old alphabetic method, but b y 
tea ching chi l dren, by rote, a number of poems and songs. 
The child says the poem, marches it, dmces it, and sings 
it and gestures it over and over a gain and afterwards 
is taught the letters; because it is seen that the 
alphabet and the technical part of reading can be taught 
much better if words that are long familiar, that are 
known by heart, are used as tbe basis of such primary 
instruction. Well authenticated cases, in fact, are on 
record, in which children have taught themselves to read 
by being given picture books which contain simple verses 
and songs which they knew by heart before. Now, then, 
it seems to me clear, not only from experience, but from 
general psychological considerations, that sing ing by 
rote is a verY imfortant early or first stage in musical 
educa tion.ll3 
Mason argued that riot necessaril y words, but sen tences 
represen t ed the unit of meaning. 
I t is the idea as a whole, not the meaning of the 
separate words, which reaches his mind. So in music, 
not fragments, must be presented to him at the beg inning . 
It should be borne in mind that t h is musical sense is a 
matter of instinctive feeling with the child. It i s i n 
him by nature, and our object is to unfold i t.ll4 
It would app ear, then, that musical phrases and periods 
became the unit and received such stress as was heretofore 
common with note-for-note singing . No teaching may generally 
be con sidered of much worth if it commands no t hing but 
ll3G. St anley Hall, " Music Teaching fr om a 
Psychological Standpoint," i'flUsic Teachers National 
Associ ation Volume of Proceedings, (1886), pp. 13-14. 
114Luther w. Mason, The National Music Teacher 
(Boston: Ginn Brothers, 1872), p. 12. 
imitation. Mason cannot be accused of teaching merely by 
imitation, as the following testimony indicates: 
In the first course, in connection with rote singing, 
the pupils have learned all the alphabet of music in 
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a practical way. In this second book we keep up the 
practice of rote singing so far as learning the songs, 
but the pupils are expected to be greatly aided by 
their knowledge of notes, so as to learn the two-part 
songs by note after having hea.rd them sung or played 
correctly once or twice. A plain chorale in two voices 
they are expected to sing at sight, so that the third 
time they will be able to apply the words.ll5 
The above seems to imply that,although there remains 
some imitation,at the same time a genuine learning process 
within the individual took place. If one \dll recall the 
arithmetic lesson previously discussed, the child counted, 
or performed a mental process, while manipulating tangible 
objects.ll6 It was a higher and more advanced procedure when 
the pupil was called upon to count without the use of thing s 
which he could touch. In the same manner, the child, in the 
above extract, was taught to read music in the same fashion. 
Since sound cannot be presented through the sense of touch, 
the object had constantly to be recalled to the child b y the 
teacher's voice. 1bus, the rote-note procedure of Mason was 
quite similar to that of Froebel's arithmetic lesson. The 
hig her process was reached when the pupil read withou t the 
use of those thing s which gave outward stimulation to the 
115Luther W. Mason and others, The National Music 
Course Book II (Boston: Ginn Brothers, 1872), p . iv. 
116supra, p. 130. 
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senses. In the case of arithmetic, the numerals and object 
became one and the same. Insofar as music notation was 
concerned, ~he th ing and the sig n drew themselves together 
with meaning • 
This process was not origin al with Mason, but rather 
wa s derived from Hohmann 's work, which was transl a ted throug h 
the efforts of the Boston teacher. In order that one may be 
reassured that the rote-note practice involved more than 
just the pupil's lea rning a number of songs through 
imitation, the course outline from the li'll'st Reader is offered 
at this time to indicate t h ose things this method projected 
during the second year of musi c instruction. 
Lesson 
Lesson 
Lesson 
Lesson 
Lesson 
Le sson 
Lesson 
Lesson 
Lesson 
Lesson 
Lesson 
Lesson 
Lesson 
Lesson 
Less on 
Lesson 
Lesson 
Lesson 
Lesson 
Lesson 
Le sson 
Le sson 
Lesson 
Lesson 
Le sson 
Lesson 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19 . 
20. 
21. 
22. 
23. 
24. 
25. 
26. 
Sounds long and short. 
Ide a of Measure. 
Continuation o f the development of Measure. 
Rests Long and Short. 
The Scale. 
The Staff . 
G clef and Six Sounds of G Scale. 
LearnLng to sin g by note. 
Practical exercises on the f ore going . 
~hree degrees of the scale. 
Three-part or uneven measure. 
Skipping over two and three. (mi-do, fa-re) 
The Slur. 
Commenc i n g on unaccented beat. 
Four part measure . 
Beating Time. 
Exercises on first five degrees of scale. 
The round. 
Singing and beating time. 
Two sounds to one beat. 
Beating three part measure. 
Six degrees of the scale. 
One eighth note to a count. 
Six part measure. 
Learning about t h e scale. 
Dotted quarter notes. 
Lesson 27. 
Lesson 28. 
Lesson 29. 
Lesson 30. 
Lesson 31. 
Lesson 32. 
Lesson 33. 
Lesson 34. 
Lesson 35. 
Lesson 36. 
Lesson 37. 
Lesson 38. 
Lesson 39. 
Less on 40. 
Lesson 41. 
Less on 42. 
Key of C - Middle Upper and Lower Scales . 
The upper ru1.d lower scales. 
The Chromatic scale ascending. 
The chromatic scale descending. 
The pitch of F sharp, key of G. 
Three-part round. 
The pitch of Bb - key of F. 
The song. 
The pitch of C# - key of D. 
Da Capo and sign for ending. 
The pitch of ED - key of BD. 
The pitch of G sharp - key of A. 
Pitch of Ab - key of Eb. The hold. 
The pit ch of D sharp - key of E. 
Dotted quarter note in 3{4 time. 
Pitch of Db - key of Ab. 17 
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Here, then, the essence of musical theory is presented by the 
rote-note process in its wholeness. Granted, meaning, 
in sight, or understanding were yet to develop, but never the-
less the whole was presented as the Froebelian philosophy 
would suggest. According to Mason, it was not until the 
fourth grade that real understanding would begin to occur. 
In the lowest class in the grilllli~ar school the pupil is 
rapidly led over the whole ground taken in his primary 
course •••• The child is now expected to begin to read 
the notation of simple musical phrases at sight.ll8 
Regarding the subject of wholes, Mason 's rhythmic 
analysis indicated this same method as opposed to the more 
minute analysis given by the Paris System. According to the 
F.rench method, the time names used the pulse or beat as a 
117 Luther W. Mason and others, The National Music 
Course First Music Reader (Boston: Gir.nBrothers, 1873), 
p . i v. 
ll8J. Baxter Upham, "Music in our Public Schools," 
Dwight's Journal of Music, XXXI (May 20, 1871), pp. 26-27. 
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unit, where Mason devised a system which, although similar 
in certain aspects, emphasized the whole measure as the 
unit. 119 An extract from an article by Mason may further 
clarify this position. 
There are two systems of time-names in use. First that 
invented by M. Aime Paris in 1829. In this system, the 
unit of time to be named is one beat, or part of a 
measure, so each part of the-measure of whatever kind of 
time receives the same name. 
2/ 4. _ _,..J.---.... ~---tl\ 3/ 4~J-------J---~J----ftl 
Tai Tai Tai tai tai 
Second, that invented by myself from 1872-75, and first 
published and copyrighted in 1880. In this system the 
measure is the unit of time to be named, each part of a 
given measure receiving a different name from all the 
rest. 
2/4_-41J.....---.... ~-U 4/4 J j J J 
, 
Ta • Ta T"a_ t~ t;- tk' 
,, 
In the Aime Paris system, the mind is led into the 
habit of taking into consideration only one beat or 
part of a measure, while in the other method the mind 
is trained to comprehend the whole measure at once.1.20 
In spite of this presentation of wholes, it must be 
remembered that analysis i nto parts is a process which must 
appear if whole-to-part is to establish any sensible meaning. 
ll9Luther W. Mason, The National Music Course New 
Second Music Reader (Boston: Ginn and Company, 1895)-,-
PP. 8, 23. 
120Luther W. Mason, " 'l'ime-Names," The School Music 
Journal, I (June, 1886}, 164. 
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Ivlason 's attention was focused upon the phrase or period, for 
it was upon this wholeness through which comprehension was 
attained. However, through the process of instruction, it 
was necessary to move the emfhasis of analysis to smaller 
and smaller entities, as from perhaps a period to a phrase, 
or from a ph rase to a cluster of notes, or even to such a 
fine analysis as to go to the single note. At least, 
according to Fro ebel, no one method in any way fulfilled the 
degree to which the elements needed to be inspected. This 
much was up to the individual learner, and since the educative 
process was the responsibility of the learner in the last 
analysis, it was for him to determine the degree of whole-
to-part he re quired . 
Mason did not show this understanding, however, as 
was indicated time and again in his texts. The National 
Music Course broke the whole into its separate elements in 
much the same way as Lowell Mason had done. There seemed to 
be every bit as much psychologizing carried on in this 
series as there was with Luther Mason's predecessor . It 
may be argued that in keeping with the rote-note method, 
he merely anticipated difficulties and presented lesson 
plans and exercises to be used as they were necessary, but 
the make-up of each text book hardly allowed s :u.ch a 
proposition to be accepted. Froebel indicated that drill 
was good only when it was used for a specific difficulty 
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that called for clarification, rather than as something 
which anticipated an e.rror that would possibly never occur. 
In conclusion, it must be said that Mason was in 
complete accord with Froebel insofar as the use of the 
inductive method of instruction was concerned. Both were 
agreed in the whole-to-part system in theory, but Mason fell 
short in practice. Mason still emphasized the 
psychologizing of education which, in the ls.st analysis, 
pressed the child to do what he wanted the pupil to do. 
Froebel underscored free activity with the child learning 
in his own way, and analyzing that which he found need of 
understanding. Ivl.ason, in much of his teaching, must be 
accused of molding the child to his desire, while Froebel 
must be pointed to as being involved in the unfolding of the 
child. 
Faculty fsychology. Nowhere does it seem evident 
that lvlason offered a statement so revealing as his 
predecessor did when he said that education represented to 
him "nothing else than the harmonious development and 
cultivation of all the faculties.nl21 However, one may 
assume from the writings ·of the for mer Boston instru.ctor 
121Lowell Mason, Manual of the Boston Academy of 
Music (Boston: Carter, Hindee and-cQmpany, 1834), p.-rs. 
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that he must have shared a similar idea, for in an 
exposition of his views regarding the object of public 
school music, Mason said that it must develop in the child, 
1. A love for good music . 
2. A musical and expressive voice, and a good physique 
as a result of g ood singing. 
3. Ability to read songs at sight a~n to render them 
understandingly .l22 
From the above, the three objectives seem to emphasize the 
moral , physical, and intellectual faculties, which had 
previ ously been underscored by both Pestalozzi and Lowell 
Mason . 
Before drawing this much into the realm of 
Froebelianism, however, certain requirements must be reviewed. 
rfhe German philosopher insisted that a faculty could only 
become strengthened throu&~ persistent exercise. Should 
one, for example, wish to develop his physique, he must 
exercise his body. However, only that exercise taken at the 
appropriate time, and which proved itself in strict accord 
~ith the nature of the thing to be developed, could possibly 
have any influence upon the betterment of a condition. Drill, 
then, merely for the sake of drill, would in no way point to 
any improvement. The wise and prudent choice of exercise 
122 Mason, Q£• cit., p. viii. 
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remained the crux of Froebel 1 s principle of faculty develop-
ment. 
Unfortunately for the sake of any likeness between 
Mason and }roebel, there can be no supporting evidence 
that the former teacher had any understanding for the 
l atter 's phi losophy in this regard. The National Music 
Course represented a carefully systematized series of books, 
with every element isolated for purposes of presentation. 
Every book included a generous supp l y of exercises and songs, 
and in most cases one found more of the former than of the 
latter. The series was so carefUlly organized that the 
teacher needed only to keep a book-mark in each of the 
texts, for there was hardly any choice in presentation; 
one more-or-less began on page one and progressed from that 
point, n ote for note, to the book's completion. The 
individual was hardly considered; every child apparently 
conformed to the procedure i n Mason's own natural way to 
the exclusion of any other situation. Under such circum-
stances, his works can in no way be allied to that of 
Froebel insofar as the development of the faculties are 
concerned. In further detriment to favorable comparison, 
Froebel looked constantly toward the development of the 
whole man , stressing his Divine Unity; Mason, as a perusal 
of any of his books attest, clearly indicated his decided 
emphasis upon music reading, which represented even a 
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narrower approach than that which his predecessor projected 
in his work when he said, "It is not the mere knowledge 
which is desired, but it is the expansion of the human 
powers which is the result of the acquisition of knowledge. nl23 
Observation. 'rhe rote method, such as Mason adopted, 
fell under a grea t deal of criticism from many quarters 
during his years of active tenure as a teacher of musi c in 
the pUblic schools of this country. One needed not to be a 
forrnalis t in order to have found discrepancies of one sort 
or another with that system which had its roots in Hohmann's 
text. Many considered that rote teaching, as prescribed by 
I ason, denoted nothing more than pure imitation, which 
anyone was obliged to grant as a very poor teaching technic 
when carried much beyond the most elementary condition. In 
spite of the seemingly logical defense set forth by those 
who condoned the procedure, there were many who either 
refused to listen, or bec&ae, through their interpretation 
of the premise, so irate .. that they failed to comprehend 
the basic precepts of the system. There seemed no question 
that the method was completely logi cal and workable if 
properly projected. 
123Daniel G. Mason, "A Glimpse of Lowell Mason from 
an Old Bundle of Letters,'' The New Music heview, XXVI 
(January, 1927), 50. 
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With ivlason, it was found that his concept, with regard 
to observation, was very similar to that of Froebel. In the 
beginning, the rote-note process called for nothing more 
than pure imitation for the primary pur pose of instilling 
within the child a desire to sing. However, even throughout 
primary education, the rote-note process, carried out with 
full and proper understanding, called upon the child's own 
activity to direct him toward greater and greater under-
standing of reading the printed score. In language reading 
the unit of thought was the sentence, and it was up to the 
child, t~~ough the guidance of the teacher, to refer to 
those smaller entities, namely the phrase, the word, and the 
letter when understanding was incomplete. Drill was offered 
only where necessary. The same procedure took place with 
rote-note ainging. The period became the unit of meaning, 
and whatever the individual child's active mind could not 
draw out from the whole was explained and drilled as needed. 
However, the process, in the final analysis, pointed to the 
fact that the child observed the score, heard it performed, 
and through his own mental activity, learned to read. The 
learning was a personal process. Whenever help was required, 
however, the teacher was at hand to analyze, but only inso-
far as individual requirement was concerned. Although 
Itason certainly did not follow through with his rote-note 
instruction, to the letter of its correct interpretation 
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in practice, the above should serve adequately to indicate 
the fact that Mason's basic theory with regard to 
Observation was in agreement with that of Froebel. 
Self-Activity. One may agree that Mason's concept, 
with regard to observation, was very similar to that of 
Froebel insofar as theory was concerned. In the beginning, 
the rote-note process called for nothing more than pure 
imitation for the primary purpose of instilling within the 
child a desire to sing, and provided a foundation upon which 
future instruction was based. 
Two quotations are herein offered to emphasize this 
thought. In the first instance, Mason said, 
Through rote work he learns to produce musical tones, 
and enjoy the emotional effects of different melodic 
intervals, tonalities and rhythms. It serves as a 
stimulant for the definite mental work which follows.l24 
Further, one found that rote singing was insisted upon for 
two rea sons : 
1. To cultivate the ear, voice and musical taste of 
the child. 
2. To supply him with material on which1~g base instruction in the science of music. 
Both extracts, although they indeed referred to 
observation, implied that the process of observing was only 
124Mason and others, 'l1eachers Edition, 2£· cit., p. 9. 
125lvlason, National Music Teacher, .Q.E.• cit., p. 10. 
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a part of the whole educative procedure and that something 
else had to be included. Like Proebel, Mason seemed to 
indicate that observation was not the end-all, and that 
· something had to be placed on top of this first principle if 
the educative process was to be completed. The new entity 
was that of self-activity. Pestalozzi also had his 
interpretation of this principle of doing, but as has been 
indicated earlier in this chapter, the Swiss educator's ideas 
with respect to ac ti vi ty were quite different from that of 
Froebel. 
Rather than to place an over-emphasis upon observation, 
Froebel endeavored to place his stress upon self-activity. 
Not only had the child to begin with that which he might 
easily grasp, but the pupil had to deal with that which he 
might find appealing. Most important still,however, was 
the fact that the child's work had to lead him to the 
development of all his powers and thus establish within the 
pupil a unity of self, nature's own desideratum. This self-
activity did not infer the accomplishment of external acts 
by the hands and senses, but rather insisted that the soul 
itself was the entity which was to be educated, and only 
through its own activity could it so arrive at a desirable 
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development. As Harris said, ". • • the innermost essence 
of the soul itself, its pure thinking, is to be educated by 
doing; that i s to say by thinking .nl26 
It was this identical end toward which Mason directed 
his rote-note readi~ process, f or prop erly carried out, it 
called upon the child's ovm activity to direct him toward 
greater and greater understanding of reading the printed 
score. The period became the unit of meaning, and whatever 
the individual child's active mind could not draw out f r om 
the whole was explained and drilled as needed. However, the 
process, in the final analysis pointed to the fact that the 
child observed the score, he ard it performed, and through 
his o'l.ln mental activity learned to read. rlhe learning was 
a persona l process. Whenever help was required, however, the 
· teacher was at hand to analyze, but only insofar as 
individu al re quirement was concerned. 
This, in essence, was Mason's t h eory, and so far 
it resembled Froebelian thought suf ficiently t o draw a 
g ood deal of likeness b etween these two men in this 
p articular area of self-activity. However, theory and 
practice prove to be two very d i fferent thi ng s, and alth ough, 
on the s u rface of the situ ation, Mason's reading process 
126w. T. Harris, " Ps y cholog ical I nquiry," National 
Educ a tion Association Journal of Addresses ~ Proceeding s, 
(18 85), 91. 
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indicated a g ood deal of free and spontaneous self-activity, 
his text-bo oks belied the fact that he did not f ollow 
through with this principle, even though he may well have 
been knocking at its door . 
Each of Mason's text- bool{s included a multiplicity of 
elements, and it was e xpe cted that the y were completed 
b efore another, and more advanced tex t was attempted. 
Although much stress has been placed u p on Mason's theory of 
presenting in Froebelian likeness things in their wholeness, 
very much like Pestalozzi , Mason endeavored to determine 
ahead of time all difficulties the child would at one place 
or another find. Therefore, the text s were as careful l y 
p sychologized as any book that d e cidedly followed Pe stalozzian 
con cepts. As an example, the following offers that whi ch 
is included in a chapter of the First Header: 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Section 
Se ction 
I. 
II. 
III. 
IV. 
v. 
VI. 
VII. 
VIII. 
IX. 
X. 
XI. 
XII. 
XIII. 
XIV. 
XV. 
XVI. 
Ladder of scale indicated numbers, 
letters and syl lables. 2/4 time and the 
quar ter note. 
TVm sounds to the scale (do-re) and the 
quarter rests. 
Three sounds to t h e scale. 
Three sounds with skips. 
Pour sounds to the scale. 
'rhe Half Note. 
Four sounds with skips. 
Begin with Up beat in 2/4 time. 
Five sounds. 
Three part me a sure - 3/4 time. 
Upbeat with 3/4 time . 
Five sounds of scale wi th s k ips. 
The Dotted Half Note. 
Six sounds. 
4/4 Time . 
The Half Rest. 
Section XVII . 
Section XVIII . 
Section XIX . 
Section XX. 
Section XXI. 
Section XXII . 
Section XXIII. 
Six sounds with skips. 
bntire scale. 
Scale with skips and whole note. 
Extension of Scale to four above. 
3/8 time. 
'I'vvo sounds to a beat . - 2/~ time. 
Eighth notes in 4/4 time.l27 
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It must be noted also 1 that, in spite of Mason 's reading 
procedure, which inferred that drill was to be done when 
needed, the above sections fran his First Reader offered more 
exercises of the prin ciples projected than songs to sing! 
Further , from the above, one may note how carefully the whole 
was broken dovm into its parts , and how each element was 
presented one after the other in a manner similar to that 
of Pes talozzi. 
Mason offered lesson plans to the degree that, as 
his predecessor Lowell Mason, a teacher not instructed in 
music at all could possibly teach the subject by merely 
following the procedures incorporated within the series of 
text-books which he designed. The following is an example. 
(Teacher writes :) 
Lesson VI 
The Staff 
T. 'I'his is a Staff. How many lines have I drawn? 
P . Five . 
T. You must know these five lines, ani be able to name 
them as quick as a wink' • They are narre d in their 
order, beginning at the bottom, thus: 
127Luther W. Mason ani others, Educational Iviusic 
Course First Reader (Boston: Ginn and Company, 1898), 
Chapter I. 
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Fifth line ourth lin_e ____________ _ 
Third line Second lin_e ________________________ __ 
First line 
------------------------
T. I have placed dots on the lines that you may the 
more readily see where I point; and when I touch 
one of the lines, you must tell me which one, 
instantly 1 • 
(The teacher should call on some of the brightest 
pupils at first, and make use of every device to 
magnify the importance of at once recognizing the 
lines, and naming them quickly without a mistake.) 
T. You can now tell me the lines very readily. You must 
also be able to tell me the spaces between the lines. 
(Teacher draws again:) \ 
' T. P. 
T . -
How many spaces are there? 
Four 
They are names just as the lines are, thus (writing:) 
Four th space ______________________ -11 
Third space ___________________ ~ 
Second space ______________________ ~ 
First space ________________________ ~-
(Teacher drills the pupils upon the spaces as upon 
the lines; then writes the staff, placing dots upon 
both lines and spaces, thus: 
I! • I \ 
and practices upon the lines and spaces 
pr omiscuously. ) 
T. Now you can tell the lines and spaces very well . 
Would yoQ like to ~LOW what we use them for? 
P . Yes sir. 
T. Well'. You see the staff looks somewhat like a set 
of shelves. You have shelves in the kitchen closet 
at home;--what are they for? 
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Bridget O'Leary. They are for dishes and things! 
T. Yes; but we could not put dishes on such shelves as 
these. We put notes on the lines and spaces of the 
staff. And we use the staff, too, instead of the 
music-ladder which you have learned. 
Note :--Special drill upon the lines and spaces of 
the staff, so that the pupils may be able to recog-
nize and name them instantly without making a mistake, 
will greatly facilitate the learning to read mus i c. 
Without this ability there will be the same 
stumbling and halting that we so often witness in 
bad methods of teaching readi ng.l28 
Such a lesson plan indeed leads one to believe that 
Mason ' s texts were very highly systematized. Such an 
attitude may be further supported by the evidence provided 
below. 
Even greater in its importance. • • was the development 
of a method so clear, so systematic, and so perfect 
that the common school teachers with very little special 
training can carry it forward.l29 
~rhis will perhaps serve to verify the contention that the 
texts endeavored to provide a system so perfect that the 
elements of music could be taught even by those not 
instructed in the subject. An extract from still another 
source may fUrther corroborate the condition. 
The course simplifies and classifies the many problems 
involved in reading music. The plan begins with the 
presentation of the major scale and goes through every 
principle of reading . ~he readers are all divided into 
128Mason, National Ivlusic Teacher , .£E.• cit., pp. 25-26. 
129w. s. B. Mathews {ed . ), "Luther W. Mason and 
School Music," :Music II (September, 1892), 482. 
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chapters and sections which will appeal to teachers who 
want to be sure that daily progress is positive and 
unmistakable. 1 30 
Such an exposition of thought, as found in the above, tends 
to underscore Pestalozzian principles. Froebelian ideas, 
although in the outset of this discussion were apparent in 
theory, are completely lost in practice. Ma son seemed to 
acknowledge the German philosophy in theory, but evidently 
his practice fell in line with Pestalozzian and not 
Froebelian thought with regard to the principel of self -
activity. 
Continuity. From the principle of self-activity, 
there naturally flowed the element of continuity, for in 
order that education might conform to the laws of nature, 
it had to refuse a strict, uniform pattern . Every indivi-
dual, through his endowment and inheritance, must differ 
from all other individuals . Further, each category of life's 
process referred to through infant, childhood, youth and 
adult, cannot be determined by the achievement of a certain 
number of years, but rather, each level must be achieved 
after the previous division has been thoroughly completed 
to the degree Which that specific pe riod dem&~ds. Each 
category,then, rests heavily upon that which immediately 
l30:rvrason, First Reader, .£12.· cit., p. ii. 
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follows. Therefore, a child shall never reach that period 
of childhood until he successfully completes those condi-
tions which nature impo ses upon the infant period, and by 
the same wise , .no child shall become a youth until such 
time as he fulfills all his childhood obligations to nature. 
Care must be taken when an endeavor is made to draw 
any parallelism between the continuity as set forth by 
Froebel and that which is apparent at the time of Mason. 
There is a strong desire made apparent around the time of 
the Civil War to begin music instruction in the primary 
grades . However, without bias, such thought might easily 
be considered representative of two distinct connotations. 
In the first instance , it will be remembered that 
Lowell Mason was invited to leave his post in 1845 for 
apparently no other reason than through a desire for more 
emphasis by others upon music reading. In consequence, one 
may accept the fa.ct that up to this time a degree of music 
reading such as might be considered practical f or all 
students had not altogether been achieved. Coupling this 
condition with the argument of many essentialists today, the 
fault rested upon the fact that Lowell Mason, with the time 
allotted him, offered too much time to rote singing, and 
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secondly, that there just was not enough time given to music 
for its complete comprehension among the students exposed to 
the subject. 1 3l Evidence pertaining to the desire for music 
in the elementary school may be of fered from the following: 
In a report of the Committee on Music of the Boston 
School Committee, dated Mar ch 13, 1864, we find the 
following : If music, as a branch of stu dy, is ever to 
attain to the excellence which has justly given eclat 
to our school system in most of its departments, it 
should begin where all other elementary teaching does 
--in the primary schools.l32 
After this report one may note that Lu tl'ler Mason was invited 
to Boston, for the date of his coming to that city coincides 
to the year of the above extract. One may also find it 
advantageous · to become acquainted with a word from Dwight's 
Journal of Music which exp lains still further the condition 
at this time. There apparently was a stron g desire develop-
ing for music's 
more extended introduction into the primary schools • 
• • • A difficulty in the way of such attempts, on 
anything like a common ani well-defined plan, has 
hitherto been found in the lack of a proper text-book 
adapted to this early a g e •••• There is great need of 
some comprehensive and appropriate Manual of Music for 
l31 Note: It will be remembered that Lowell Mason's 
primary aim was a moral one, and for that reason there 
appe ared a con siderable amount of rote singing, but not by 
any means was his work exclusively confined to such develop -
ment as a perusal of his b ooks will prove. 
132osbourne McConathy, "Evolution of Public School 
Music," Mu s i c Teachers National Association Volume of 
Proceeding s, (1922), 164. 
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the use of Public Schools, which shall combine e.ll that 
is practicable to be learned of the pr-inciples of music 
as a science and art, with exercises of a progressive 
nature, which by means of printed charts or the use of 
the blackboard, could be illustrated and made available 
to a 1 ar ge class at one and the same time • Such Manual 
might, perhaps, be advantageously comprised in three 
parts, adopted respectively for primary, grammar m d 
normal school instruction, and would, in the estimation 
of your committee, be an invaluable acquisition to the 
list of school text books.l33 
Continuity is indeed indicated in the above, but 
again, it cannot be positively determined whether Frrebel's 
ideas with regard to a developmental approach are in view, 
or if the extension desired aims principally to more time 
for more drill on the isolated elements of music. 
The first, and one of the most definite, clues ex-
posed is immediately presented for consideration. 
Much as has been done, for instruction in music through 
former years, we believe that never was the wmle system 
so complete as at the }resent time. Formerly, there were 
separate plans, conducted by teachers who had no 
uniformity of method or pu~ose. Now ••• the three 
departments of primary, grammar, and high schools, have 
been placed in the hands of Messrs . Zerrahn, Sharlarrl 
and Mason ••• possessing individual gifts and acting 
in unison with one another. • .134 
Standing alone, the inference one might derive from the 
above phrase, uniformity of method,might lead one to believe 
133"Music in the Public Schools of Boston," Dwight's 
Journal of Music , XX (December 28, 1861), 30?. 
134R. c. Waterston, "N~sic in the Boston Public 
Schools," Dwight 's Journal of Music, XXVII (April 13, 186?), 
11. 
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that the extension of music into the primary grades was only 
an admission that more reading of musi c was necessary, and 
that three more years of the same type of instruction 
carried on in the upper grades would offer more hope that 
music reading might be established to a more practical 
de gree. However, it will be noted that the report very 
distinctly admitted that each of the three teachers 
possessed individual _gifts. Deduction is probably the only 
process left at this time, but it does seem fair to presume 
that those differences inferred that each teacher pointed 
up his capabilities for that particular area of work he 
pursued within the whole educational set-up. Therefore, one 
possessed a natural gift in the ins true tion of the primary 
children, another a talent for grammar school work, and yet 
the last offered a particular contribution to older students. 
Like Froebel, each area had to be dealt with differently 
than the others, and this same condition seemed to be implied 
with respect to the music education program in Boston at the 
time Mason, Zerrahn,and Sharland were in charge. 
Certain evidence underscores the possibility of the 
above premise . :B'irst, attention is drawn to the following 
quotation: 
When the child has rendered a variety of rote songs 
he has learned to produce musical tones with a singing 
voice and has enjoyed the emotional effects of different 
melodic intervals, tonalities and rhythms. 'l'b.rough the 
art of interpretation, he has begun to experience music 
,. 
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as a language of emotion, less precise perhaps, but 
more powerful in expression than any other language. 
n1is experience is valuable as a basis and a wholesome 
stimulant for the definite mental work in the element ary 
science, sight-singing, which is to follow.l35 
This naturally implied the first steps Mason used in 
developing music among his charges. Again, one may 
reasonably accept the fact that children are not treated as 
young adults by the extract which appears immediately below: 
A child comprehends a complete sentence, when he would 
not understand the single words. It is the idea as a 
whole , not the meaning of the separate words which 
reaches his mind. So in music, not fragments, must be 
presented to him at the beginning. It should be borne 
in mind that this musical sense is a ~~tter of instinc-
tive feeling with the child. It is in him by nature, and 
our object is to unfold it. The words attached to tt 
should be essential ly child.like.l36 
Here it is plainly stated that the work is essentially written 
to conform to the natural inclinations of the child. 'l'here 
is not the complete freedom available here, a s in the c as e 
of Froebel, but nevertheless, the various degrees of 
mat urity are doubtless considered. Another emphasis u p on 
phases of primary instruction, peculiar only to thatarea of 
education,may be found in Mason's exposition of the fact 
that, 
••• the habit of looking ahead is quite as necessary 
in reading music as in language reading, and should be 
cultivated from the beginning. This is best acquired 
l35Luther W. Mason and others, Teachers ' Edition, 
££• cit., p. xiii. 
136Iviason, Music Teacher, .2£• cit., p. 12. 
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through reading exercises and son gs from printed music 
which is familiar. The first forty pages of this book 
is a review of the First Series of Music Charts. The 
reading from the book is the fourth time that this 
matter has been presented to the children. 'Ihe f irst 
t i me was by rote, then step b y step from blackboard, 
then practiced from the music charts, and for the four th 
time from the books.l37 
Insofar, then, as Mason was able, the primary educa-
ticn of children in music applied technics that were unique 
to that particular situation. An indication that his 
procedure was not continued in the grammar school, but 
rather upon technics more adaptable to a conditi on such as 
older children will inspire, may be found from the following 
statement: 
In the lowest class in the grammar school the pupil is 
rapidly led over the whole ground taken in his pri mary 
course. 'I'he child is now expected to begin to read 
the notation of simple musical phrases at sight.l38 
There s e ems to be sufficient evidence to justify the 
premise that continuity was a consideration that definitely 
assumed an importance with Luther Mason and his followers. 
'I'here remains the question of the degree to which this was 
done. There h as been some evidence offered already which 
would tend to support the fact that Mason underscored the 
principle of continuity . However, there seems to be no 
137Luther W. Mason, The Natio nal W,usic Course First 
Music Reader, ££• cit., p. iii. 
138Upham, loc. cit. 
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question that the material of fered was not completely 
capable of supper ting any con ten ti on that Mason was aware of 
Froebelian thought, as such, and that he sought to follow it 
as completely as Lowell Mason endeavored to arrange his 
thinking according to Pestalozzi. The best that can be 
said in this regard, it would seem, is that Luther Mason 
inwardly realized the need for a continual sequence of music 
education throughout the school system, was aware of a 
difference in the varying stages of development in the growth 
of the individual, and sought by those means natural to him 
to effect as logical a program of study in music education 
as he cou ld possibly devise. 
Creativity. Heretofore, each topic under discussion 
has more or less begun with no preconception as to what the 
conclusion might be. The evidence, it is hoped, has been 
fairly presented and, after an inspection of those cues and 
clues, a decision has been reached as to whether or not the 
thinking of Mason has coincided with that of Froebel. In 
this instance, however, due to conclusions already drawn 
under the topic of self-activity, one is perhaps obliged to 
indicate at the outset, that under no condition does 
cre at ivity find any place in the work of Mason. 'rhroughout 
the National I-11usic Series, the educative princ iples involved 
follow more closely the thinking of Pestalozzi. The wrole 
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principle was referred to b y the German philosopher as 
crea tivity. Nowhere in the works of Mason, so far as this 
research has been concerned, has ther e been any indic ation 
of an awareness to this ne w principle. Recreativeness he 
unde r scored in his insistance that songs shall be sung with 
the proper interpreta tion, but to p ermit the ch i ld himself 
to render a song in his own way is not even suggested.l39 
One of the most natural forms of creativity as tha t which may 
be found in bodily motion, prompted by and through song , 
Mason is most adamant against. Such activity apparently 
c ame upon the scene about 1870, and the te a cher from Boston 
indicated his dis pleasure over its use.l40 
Faith. 'lhrough faith, and faith alone, can any 
te a cher find succor when evaluating those thing s achieved 
by any one g iven student, or for tha t matter b y any given 
class. Mason projected a theory of music reading which wa s 
not orig inal, for the ideas can be traced in music to 
Hohmann, the great German music teacher, and Curr i e, the 
g re a t Scotch pedag ogue. Nevertheless, his acceptance of the 
139Luther w. Mason ~~d others, The Educ a tion Music 
Course Teachers Edition (Boston: Ginn and Company, 1904), 
p. xii. 
140Luther w. Mason, The National Music Teacher 
( Boston: Ginn Bro t hers, 1 872), p. 16. 
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new method indicated that fundamentally he was willing to 
agree that learning was something which was a personal thing 
that must be left to each and every individual. 
His texts were full of such evidence as may be 
indicated from the following statement: "In the first course, 
in connection with rote singing, the pupils have learned all 
the alphabet of music in a practical way . nl4l Herein it is 
implied that the individual has derived through a rote 
process certain information regarding music reading as a 
result of his own thinking, rather than through a teaching 
process imposed upon him by an instructor. To continue 
with more of the ori ginal extract, one may read, 
In this second book we keep up the practice of rote-
singing so far as learning the songs, but the pupils are 
expected to be greatly aided by their knowledge of 
notes , so as to learn the two-part s ongs by note after 
having heard them sung or played correctly once or 
twice.l42 
Mason infers here ag ain that through the process of rote 
instruction , the child will so carefully attend to the score 
that merely by seeing the printed page and hearing the 
notation performed, he may himself reason out certain 
14·1Luther W. Mason and others, The National Iviusic 
Course Second Header (Boston: Ginn Brothers, 1872), p. iv. 
14 2 Ibid. 
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elements of the score to the degree that he will be able to 
supply meru:iing to th8. t which has had no particular 
expl anation . Faith, indeed, played a tremendous part in 
Mason's original thesis. 
However, in practice, one will probably have to aQ~it 
that Mason did not display a faith so strong as that which 
Froebel projected in his philosophy . 'rhe German left a good 
deal of the growth of the child up to the individual to 
develop in his own natural way . 'lb.e child was at all times 
free to discover, to think, and to g row in whatever direction 
his natural inclination led him. Mason, on the other hand, 
much more like Pestalozzi than Froebel, analyzed wholes 
into their elements, and although he permitted discovery and 
freedom to a degree, the child, neverthele ss, learned the way 
Mason i n t ended he should, and discovered that which Mason 
directed he should. A glance at the National Music Series 
allows a rather definite concl u.si on to be made in this 
regard. Although it must be admitted that faith decidedly 
entered into Mason's thi nking , it was not sufficiently strong 
to coincide with F'roebel ' s concepts. 
I n terest. It has been pointed up through a study of 
Froebel that there exists a distinct relation between the 
child ' s activities in play to the growth of his mind. 
'lhrough a close observation of the pupil in his play, an 
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infinitely greater realization of the charge's natural powers 
may be had. Upon this foundation, Froebel built his 
educational principles. An awareness of one important 
feature particularly is necessary before launching into any 
further discussion, that the German philosopher was mindful 
of the whole educational pr ocess and result, rather than 
being abosrbed at any time with one particular subject or 
another. Each course, or subject-matter area, became a 
contributory influence, or in other words, a part of the means 
which helped the child toward the end, or the Divine Unity 
which found itself in God. 
Lowell Mason patterned himself according to this 
latter thought to rather a surprising degree. Although it 
would be impossible to align him with the thinking of Froebel 
altogether, it may be admitted that Lowell Mason realized 
fully that music represented only one contributory influence 
toward the development of the whole man. This is markedly 
inherent in the following extract: "Music 1 s highest and 
best influence is its moral influence."143 An even more 
potent remark of this famous teacher may be pointed up in the 
following : "So in music, it is not musical art or science , 
143r.owell Mason, The Normal Singer (New York : Mason 
Brothers , 1856), p. ii. 
but through these, man's moral nature that should be 
benefitted. 11144 Music, under these circumstances, became 
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a part of many parts, which together formed a curriculum for 
the purp ose of achieving one unified result in the 
development of an individual. 
Unseemly as it may appear, Luther Mason 1 s viewpoint 
proved itself to be considerably more narrow than that of 
his predecessor in some respects, at least. It may be 
worthwhile at this time to review Hohmann's aim, since it 
was from him that Mason derived many of his thoughts on 
method. 
To excite in children a zeal and love for singing, to 
arouse their musical sense, to bring out the voice, and 
strengthen it in a way, at once simple and adapted to 
their age--this is all it (music) can a nd ought to aim 
at.l45 
One may recall that it was upon the work of this German 
music teacher that the National Wiu.sic Course was based 
through the efforts of Luther Mason. Thro t.:tg h this book, the 
latter teacher extracted those principles from which his own 
contributions were based. Here, p rinted in Hohmann's words, 
l 44Daniel G. tvason , "A Glimpse of Lcwell Mason from 
an Old Bundle of Letters," The New Music Review, XXVI 
(January, 1927), 50. 
l45Christian H. Hohmann , Practical Course of 
Instruction in Singing Prepared 2Q School Principles 
(Boston, Oliver Ditson and Company, 1856), p . 4. 
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one distinct aim is found, and although its full significance 
may be argued , it would appear that logically it might closely 
be allied to the ideas of Lowell rather than Luther Mason, 
particularly after a perusal of evidence which shall be 
supplied and discussed immediately. 
In the course of his text-book writing, Mason offered 
the following : 
When the child has rendered a variety of rote-songs he 
has learned to produce musical tones with a singing 
voice and has enjoyed the emotional effects of different 
melodic intervals, tonalities, and rhythms. Through the 
art of interpretation, he has begun to experience music 
as a language of emotion, less precise perhaps, but more 
powerful in expression than any other language . This 
experience is valuable as a basis and a wholesome 
stimulant for the definite mental work in the elementary 
science, sight-singing which is to follow.l46 
'rhe extract immediately suggests that Mason decidedly 
pointed a great deal of his effort in mo tivating the pupil 
toward distinct educational activity. However, it likewise 
appears that the process was by no means derived from play 
in the same sense as }~oebelian thought would have it . 
Rather, Mason ' s interpretation of~ might best be likened 
to a piece of bait, which after enticing the game to bite, 
would then, through the efforts of sn accomplice, administer 
a procedure already most carefully defined. Despite the 
fact that the recipient of the tasteful morsel . might enjoy 
146Mason, Teachers Edition, ££ • £11. , P • xiii . 
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his find for the moment, the procedure he would need to pass 
through as a result of his choice might prove to him to be 
most disasterous, far the one who administered the lure 
would, after once channeling his game, have a premeditated 
scheme which he would follow without any consultation with 
his catch. 
Rote singing , with regard to Mason ' s thinking , was by 
no means a purely free activity. From another source, the 
identical thought is further underscored. Rote singing was 
offered for two reasons: 
1. To cultivate the ear, voice and musical taste of 
the child. 
2. To supply him with material on which to base instruc-
tion in the science of music.~47 
This even appears more severe than the first quotation, 
'l~,_e since not even a word about enjoyment is suggested. n 
conclusion may follow that Mason psychologized music in a 
very similar fashion to that of Pfeiffer and Naegeli, and 
although interest took a share of consideration , it was no 
more than a motivating influence. Once the child had been 
stimulated, or rather been exposed to stimulation, he had 
to conform to a certain pre-determined course of study, whether 
or not he proved capable or desirous of such instruction. 
147Mason, National Music Teacher, .££• cit ., p . 10. 
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~easoning . Froebel considered education's most 
important precept as that which would "lead children early 
to think. nl48 This principle was indeed shared by 
Pestalozzi, and likewise with Lowell Mason. One readily 
could accept the opinion that music was only one subject of 
many in the general school curriculum at the time Lowell 
Mason was in charge. Further, it was not included 
primarily for what it only offered within the confines of 
its own subject-matter material, but rather, that as one 
area out of many, it contributed toward one primary goal, 
in the same manner as all other subjects, in order that 
education itself might be resolved into the development of 
the whole man . Through the study of Lowell Mason, importen t 
extracts were offered to serve as proof that this great 
teacher was well aware of the fact that music , as such, was 
not primarily offered for w1~t its subject-matter could 
bestow upon its constituents, but rather, because it had 
something to offer the child that would be contributory to 
the making or the realization of his whole self. For 
example, the following is once more offered to emphasize 
the above: 
l48Fried~ich Froebel, Education of Man (New York: 
D. Appleton-Century Company , 1887), p. 64.~ranslated and 
Annotated by W. ll. Hailmann . 
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It is not so much the object of education 
mind with knowledge, as to discipline it. 
is not the best educated, who has learned 
he who knows best how to learn.l49 
to store the 
That person 
the mast, but 
Luther Mason 1 s thinking represented some thing quite 
different. From the National Music Course, one particular 
extract seems appro priate to launch this discussion • 
• • • this course presents a variety of the best song s 
and exercises for musical development and trai.ning in 
its various phases; for the proper training and develop -
ment of the child's voice; and for a thoroughly 
systematized study of notation having for its object 
not only sight-singing, but the growth of musical 
understanding.l50 
From the above, one notices that Luther fiiason 1 s 
perspective with regard to music education becomes a great 
deal more narrow than that of Lowell Mason, for his complete 
emphasis is upon musical development. His goal apparently 
is not necessarily to develop reasoning, so much as to ~ 
it, presupposing that such has been achieved. in some other 
avenue of the educational process. 
Sight-singing is the process of determining by an act 
of. reasoning, the meaning of signs in musical notation 
and singing accordin.gly . 'rhe one (reading) is the 
application of the science.l51 
149Lowell Mason, Manual of the Boston Academy of 
Music (Boston : Wilkins and Carter, 1836), P• 25 . 
150Jviason, Teachers Edition, loc. cit. 
151Ibid. 
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The above extract appears to point up what already has been 
said regarding Mason 's attitude; specifically that reason 
shall be used to develop the child's reading ability . 
Nothing , however, is said about directing attention toward 
the development of the reasoning faculty itself. It is only 
left to deduce that, in spite of the freedom indicated 
through Mason 's methods, as opposed to those of the 
formalists , he was as much concerned with sys tem m1d the 
development of music reading as any teacher of the opposing 
camp. His emphasis upon this aspect of music teaching 
places him in what could be cal led a most anti-Froebelian 
position when the following quotation from the great German 
philosopher is recalled: 
Its (music) intention will not be to make each pupil an 
artist in some one or all of the arts, but to secure to 
each human being full and all-sided development, to enable 
him to see man in the universality and all-sided energy 
of his na. ture, and, particularly , to enable him to under-
stand and appreciate the products of true art.l52 
Conclusion . From the evidence presented in the 
foregoing section, one may reasonably conclude that by no 
meail.S did Mason ally his thinking with the philosophy of 
Froebel . In the various areas considered, there was not 
one single instance where :J!Iiason 1 s principles were direct outgrowths 
152 Froebel, ££• cit., p. 225. 
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of Froebelian thought. As regards moral training, the 
teacher tended to separate music from ·the curriculum by 
emphasizing it as an end in itself, where the philosopher 
preferred to use music as a means to an end. Both men were 
in complete accord insofar as the use of the inductive system 
was concerned in theory, but not at all in practice. Mason, 
it will b e remembered, emphasized the psychologizing of 
education, while Froebel underscored free activity. Faculty 
psychology offered not one wit of similarity of thought 
between the two rren. So far as theory was concerned, the 
teacher and the philosopher were ag reed in the area of 
observation, but Mason, in practice, decidedly pulled away 
from the new philosophy . 1~is srune situation existed in the 
areas of self-activity, faith, and interest. Regarding 
continuity, evidence supported the fact that it was possible 
that Mason agreed with li'roebel, but his statements regarding 
the subject, and its representation in text-books, were not 
clear enough to make a decidedly affirmative statement with 
any degree of assurance. Mason 's concept of re asoning 
could not at all be allied to that of the Ge~nan philosopher. 
On the other hand, there was enough supporting 
evidence found in the foregoing pages to allow the :pp emise 
that Mas on based a considerable amount of his work upon that 
of Pes talozzi. It would probably be untrue to say that his 
aim was the same as that of Lowell Mason. However, the 
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thought that must be projected at this point, seems to be 
that since education at this time apparently stressed the 
thinking of the Swiss educator, a certain amount of his 
principles found their way, in one fashion or another, to 
Luther Mason. His emphasis upon indicating in his text- books 
all the individual elements of music reading,drew one's 
thoughts back to Pestalozzi's p sychologizing of subject 
matter. 1bis diligent attention to elements also pointed up 
their likeness with reg ard to the importance of observation, 
as well as to self-activity. In both these areas, attention 
was directed toward observing the par ts, and discovering 
through self-activity just those thing s which the instructor 
led the child to discover. 
It seems fair to deduce that, fundamentally, Mason 
based his work most particularly upon Pestalozzi and not 
upon Froebel. However, in his thinking, if not in his 
practice, he was pressing forward toward areas which bespoke 
a certain similarity with that of Proebel, so that even if 
his work did not indicate an acquaintanceship with the 
German philosopher, he was nonetheless aware of certain needs 
in educ ation that were finally supplied throu.gh the h:duc ati on 
of ~which were to serve later genera tions. lviason, there-
fore, is by no means necessarily a copyist; he represents a 
thinker very much aware of the problems surrounding music 
education in his time. 
CHAPTER V 
HERBART AND THE FORMALISTS 
I. VIEWS OF HOLT AND CONTEMPORARIES 
Attention to rrinciples of Teaching. The Formalists 
had a point of view that seemed defensible. For many years, 
many music teachers had been elected to positions purely on 
their performance ability. They played and sang with their 
respective charges, prepared and directed public performances 
for the gratification of both school and community, but 
their achievements probably could not have withstood serious 
educational scrutiny . Even a superficial analysis of their 
work indicated no aim. Further, there appeared to be little 
understanding of classroom procedure along with an absence 
of teaching power. Numerous articles underscoring such 
conditions are available, some of which are indicated below. 
In Jepson's words, one reads, 
I have in mind at the present the public school music 
teachers who secured positions simply on their 
reputation as vocalists. 1hey did just what might be 
expected--they failed . This class of teachers flit 
from place to place and by a display of talent which 
would win for them deserved applause in the concert 
room, succeed in misleadin~ the public, and furthering 
their own selfish designs. 
lB. Jepson, " 'I'he Science of 1\'lusic versus Rote Practice 
in the Public Schools," Music 'I1eachers National Association 
Volume of Proceedings, (1887), 179. 
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From another article by this same auth or, one may note tha t, 
Artists in the profession of music are not necessarily 
teachers. 1hey have their legitimate sphere, but surely, 
it is not in the school room. Nevertheless, many of 
t h em are there, and often times, by a simple display 
of personal talent, they succeed in misleading the 
publ i c, misrepresenting the work of the elementary 
teacher, and in retarding the program of that education 
which in other positions they might well assist in 
promoting.2 
Holt i n dicates th at those reason s for failure in 
teaching music in the public school may be in the lack of 
plain, normal school preparation. 
we need to attend some good normal school abou t three 
years, and learn to teach other subjects; then apply 
those principles to the teaching of music. What we 
want is a ssstem of teaching based upon educ a tional 
principles • 
Music Reading Becomes ~ Core. In a genuine attemp t 
to correct the cmdition, the formalists swung the pendulum 
to the opposite ex treme, giving their entire attention to 
method, and primarily devoting their energies to the 
development of music reading. Baldwin says, "the history of 
pub lic school music during the past twenty-five years has 
been a record of the invention of methods. n4 
2B. Jepson, "A Plea fran the Ele:nents of Music in 
Primary Grades," National Educational Association Journal 
of Proceedings and Addresses, (1885), 386. 
3Hosea Holt, iiiviusi c Teaching from a Psychological 
s·tandpoin t," Music Teachers National Association Volume 
of Proceeding s, (1886), 24. 
4Ralph L. Baldwin, " Ai m of Iv:.tusic Courses in Gr ammar 
Schools, 11 Music Teachers National Associ at ion Volume of 
Proceedings, (1907), pp. 94-95. 
The same thought was reflected through McConathy when he 
said that, "the object of the course (Tufts and Holt) was 
to induce children to learn to read music." 5 In the same 
article, Weaver's contribution was likewise indicative of 
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the fact that he too "was a firm believer in the purpose of 
teaching music reading. 6 Appropriate, and in tune with that 
s ign ified above, Holt said, 
••• that children in the lowest grade should be taught 
by "imitation" or "rote", is uneduca tional, and places 
the instruction in music on a false basis. If the 
instruction in music in the public schools does not 
educate and develop power on the part of the children7 to make all music intelligible, then it is a failure. 
It would seem that their criticisms against the poor 
situation were just and legitimate. However, it seems 
incredible that all through the nineteenth century those 
who represented extreme formalism were always in a seemingly 
strong position to discredit any and all music education 
principles that did not comply with their mode of thinking 
exactly and to the letter. Nevertheless, such was precisely 
the case. 
5osbourne McConathy, "Evolution of Pub lic School 
Ivlu sic," Music 'I1eachers National Association Volume of 
Proceedings, (1922), 170. 
6Ibid., p . 177. 
7Hosea E. Holt, "Teaching and Teaching Reforms-.... 
Music in Public Schools," lVIusi c Teachers National Association 
Volume of Proceedings, (1889), 113. 
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If one turns his attention to the work of Lowell 
Mason, one finds that,after a time,there was a good deal of 
discussion about which method might be preferred over the 
other, the song or the technic approach.s In 1845, Lowell 
Mason was relieved of his duties in the Boston Public Schools, 
and was replaced by two of his former students who 
emphasized music reading to a greater degree. 
It was interesting to note that, in spite of the 
stricter emphasis upon this aim, all was still not well 
insofar as music was concerned in Boston Schools as 
evidenced by the following: 
Holding on, then, to the chorus as the foundation of 
vocal training, as well as the chief feature in the 
public p erformances, we would still entertain the 
question, whether the tes.ching yet be carried some 
steps further in the direction of artistic culture. 
Cannot an advanced portion, at l east, of the scholars 
be taught to sing in parts, as well as in unison? 
• • • In a similar FestivB.l at Cincinnati, last 
Spring. • • we are told that the four parts of harmony 
were fairly represented ••• 9 
The question stemming from this criticism a gainst 
Lowell Mason seemed to be, why should his principles be 
evaluated by criteria which were in opposition to his basic 
tenet? Mason followed, as closely as he could, the teachings 
Bsupra, p. 36. ' , 
911 The School F'estival," Dwight's Journal of Music, 
XV (August 6, 1859), pp. 150-151. 
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of Pestalozzi. In spite of the treatise b y Pfeiffer and 
Naegeli,which reduced music to its simplest elements, a~d 
which was actually approved by the Swiss teacher, Pestalozzi 
did not set forth the aim that music reading was the end-
all, or necessarily even the means for achieving a desired 
degree of musicality among his students. In a letter already 
mentioned in this work, Pestal ozzi states that, 
I will not let the opportunity pass without s peaking 
of one of the most effective aids of moral education • 
• • • The exertions of my excellent friend Naegeli, who 
has with equal taste and judgment reduced the highest 
principles of his art to the simplest elements, have 
enabled us t o bring our children to a proficiency which 
on any other plan must be the work of much time and 
labor. 
But it is not this proficiency which I would describe 
as a desirable a ccomplishment of education. It is tne 
mark ed and most beneficial influence of music on the 
feelings, which I have always observed to be the mos t 
efficient in preparing, or as it were, attuning the 
mind for the best impressions. The exquisite harmony of 
a superior performance, the studied elegance of the 
execution, may indeed give satisfaction to a 
connoisseur; but it is the simple and untaught grace 
of melody which speaks to the heart of every human 
being.lO 
Pestslozzi emphasized moral training, not reading 
insofar as music education was concerned. Lowell Mason 
followed an identical pattern . According to the Iv1anual of 
the Boston Academy of Music, Mason said: 
lOLewis Flint Anderson, Pestalozzi (New York: 
McGraw-Hill Book Company, Inc., 1931), pp. 175-1 77. 
It should be cultivated and te.ught, not as a means or 
mere sensual gratification, but as a sure means of 
improving the affections, and of ennobling, purifying 
and elevating the whole man.ll 
269 
He not only placed the aim of music education at the feet of 
this noble principle, but he was well aware that the art 
wa.s capable of serving many ends from which he chose concei-
vably the finest and most practical. Just a sentence from 
one of his text books reiterates so well that which has 
already been said, "Music's highest ani best influence is 
its moral influence.nl2 Thus we must understand that 
Mason's program, although incorporating music reading, did 
not for a moment measure its success on how children read, 
but rather how the emotional llves of his charges were 
affected by being exposed to and involved with music. 
Luther Iviason does not escape from the wrath of the 
formalists unscathed. About 1886, the Board of Sure rvi sora 
of Boston apparently set out to expose the results of the 
system under Luther Mason. To children who had studied 
under the method for eight years, they presented the 
following exercise, and required them to sing it at sight. 
llLowell Mason, Manual of the Boston Academy of Music 
(Boston: Wilkins and Carter, l836T; p. 18. 
12Lowell Iviason, The Normal Singer ( New York: Mason 
Brothers, 1856), p. ii.-----
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Ac c ording to the report, n'Ihe number of children who 
sang the piece at sight, and at least, passable well, varied 
from one..:.half to two-thirds of the whole . nl3 Holt seized 
upon this state of affairs to indicate the impropriety of 
following the rote-note procedure, as well as to show the 
futility of exp ense Boston assumed when it invested $45,000 
on pianos in order that the rote-note procedure could be 
l 
History here r~peats itself. Holt, a fonnalist, 
\ 
whose singular function 'in teaching was to lead the child to 
professional - like independence in music reading, dared to 
criticize another school of thought using as his criteria 
his own values. Thus, he failed utterly and distinctly to 
consider the ideals and aims which, thoug~ in opposition to 
his own thought, might, nevertheless, have proved themselves 
valid in any fair discussion. Apparently Holt demanded an 
either-or policy, which not only indicated narrowness, but 
stood as a dangerously one-sided platform to maintain. 
Accordli1g to Luther Mason, 
13Hosea E. Holt, "Better Teaching or a New Notation: 
Which?, 11 National Education Association Journal of 
Proceedings and Addresses, (1886), 5. -
--
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Music is a language, and in the public schools should be 
taught in the same manner as reading. Music is a 
science, and the public schools should develop it from a 
scientif ic basis. Music is an art and. should be 
employed in the public schools to charm the ear and 
eleva te the soul.~4 
Here are t hree fundamental aims, and it stands to reason tha t 
all three cannot reach the degree of perfection t hat it 
would be possible to achieve should but one goal be sou gh t . 
Nevertheless, it is wise, perhaps, to consider the 
possibility that one without the others migh t not of itself 
provide that well-rounded musical education tha t one might 
desire. A degree of each could qui te p ossibly prove of more 
value to the child than an emphasis upon just one. In 
spite of these t:b_ree aims which Luther Mason set out to 
ach ieve, he held the moral influence, as did Lowell Mason, 
as being the most desired. Testimony pertinent to this 
premise may be seen in t h e following: 
Not only was every song to fill a place in the g rade of 
teacbing, but more important it was exp e cted to bring 
into the life of the pupil a new ele~gnt of ins piration, 
incitation, and spiritual influence. 
In ligh t of the a bove, Holt cannot fairly justify his 
crit i cism . It is likely that when later in this wor k his 
14Luther w. Mason and others, The Educ a tional Music 
Course Teachers' Edition (Boston: Ginn and Comp e.ny, 1904), 
p . i v. 
15w. s. B. Mathews (ed.), "Luther w. Mason and School 
Music," Music, II ( September, 1892), 481. 
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books are analyzed, it might prove advisable to choose his 
aims and ideals in preference to those of Lowell or Luther 
Mason. However, to become too adamant that either one method 
or another is right to the exclusion of all else is rather 
unlikely when dealing with such men as these, each of whom 
gave so unselfishly of himself in order to better the 
condi tl on of music education. 
A New Direction . There are perhaps two reasons why 
the formalists were able to resist so successfully much of 
the thinking of the nineteenth century. They somehow 
succeeded in satisfying a major ity that if a condition could 
not be measured by the cri ter·ia they preferred to offer, the 
substance of that thing was either obsolete or unworthy of 
more consideration. 
In the first instance, these men mi ght well have been 
disciples of the old hu.ma..'1.ist teaching. It wil l be remembered 
that, free as this new philosophy seemed to be in its infancy, 
a few years progress ended in a stultification due to Ciceron-
ianism that straight-jacketed any liberalism in education. 
Vfuen freedom again arose, Locke 's Formal Discipline served 
once more to smother any hope education might have had 
to free itself from bondage. A respect for the older 
methods of education might have added favor to Holt and 
his formalist followers during the nineteenth century, 
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abstractions of music - its symbolism and technic 
instead of its emotive uses. IJ.'he visual was encouraged 
over the auditory. • • l!f 
Further, from an article written some years later, one reads, 
'rhere is a tendency to assume that there is a conflict 
between the art side of music study and the mastery of 
symbols. Such an assumption is a grave error. The fact 
that the u ltra-culturist sometimes fails to teach 
reading, and that the expert teacher of reading fre-
quently neglects culture, simply indicates a lack of 
completeness of conception •••• He who makes the most 
perfect combination of elements will be the greatest 
success.l8 
Thus is is reasonable to assume that the formalists were a 
die-hard generati on that tightly clamped a lid over a s wiftly 
boiling kettle , and defied it at every turn to emit one 
puff of steam. 
Secondly, however, new psychological and philosophical 
implications within the educational world at that time might 
have proved those formalists to be forward-looking indivi-
duals who resisted a continuance of older and less workable 
methods, ru1d opened, through their endeavors, new and wider 
horizons in the field of music education. In this manner, 
they may have saved the profession from smothering itself in 
the dross of possibly antiquated Mason procedure. 
17Marie Ruef Hofer, "What is Music and How Can We 
Help Children to Become :Musical, 11 National Education 
Association Journal of Proceedings and Addresses, (1898), 837. 
18Ralph L . Baldwin, cr 'Ihe Aims of Music Courses in 
Grammar Schools, 11 Music Teachers National As so cia tion Volume 
o f Proceedings , (1907), 116. 
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This condition seems likely when the works of Holt 
are carefully considered. His thinking was not derived from 
traditionalism long lost in Europe, but rather it seemed 
possible that his principles were the out-growth of a care-
ful study and criticism of Lowell and Luther Mason . 
According to this vociferous spokesman for the 
formalist camp, in the person of Holt, Lowell Mason never 
understood properly the complete meaning of Pestalozzi 's 
rule, "the thing before the sign ." Mason projected in his 
i nterpretation of the precept that the "thing" referred to 
a single sound. So construed, each note of the scale was 
presented to the child as an individual object of thought, 
with the result that the complete scale became a relatively 
long and arduous task. Contrary to this opinion , Holt 
contended that the thing, translated in a more appropriate 
term musically, referred to a unit of thought, and, therefore, 
translated itself into the major scale.l9 His insistence 
upon this new meaning of Pes talozzi anism, as it affected the 
work of Lowell Mason and those who came after him, is most 
apparent through a great number of Holt's speeches end wr itings. 
From still another source, the following is found : 
The subject of the essay was "Music Teaching from a 
Psychological Standpoin~, " but it seems to me we never 
have found the standpoint . Old Dr. Mason, forty years 
19 Holt, ££. cit., 2. 
ago, gave as his golden rule for teaching elementary 
music : "'lhe thing before the sign of' the thing, and 
one thing at a time." I do not think a better rule 
could be given. I think the rule is just right, but 
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I think that old Dr. Mason ••• nev~0 made a practical application of his own golden rule. 
Further evidence, follows. 
In the r.P estalozzian Music Teacher" by Lowell Iv'iason 
and Theodore F. Seward a single sound is taken as the 
11 thing n or unit of thought to be Ir esented to the mind 
in the study of music. Now, a single isolated sound has 
no meaning in music either in pit ch or duration. Nor 
is it p ossible to teach a single isolated sound 
mus i cally considered. 
If the major scale is the unit or object of thought 
in the study of the pitch of sounds, as I claim, then 
Dr. Lowell Mason takes s ixty-two pagMs of his manual &nd 
over 400 questions before the "thing is completed and 
presented to the mind, when it should have been presented 
the first moment of' the first lesson without a single 
question. 
What we remember that this system of instruction has 
been the guide for all elementary teaching in music for 
the past forty years, and cons i der how far from the true 
basis of objective teaching it has led every teacher who 
has followed it, can we wonder at the results obtained 
• • .21 
One may find further corroboration from the data provided 
immediately below: 
I claim that the major scale is the unit in the study 
of pitch in p recisely the same pedagogical sense that 
20G. Stanley Hall, "Music Teaching from a 
Psychological Standpoint," Music Teachers National 
Association Volume of Proceedings, (1886), 23 . 
21 Thomas w. Bicknell, 11 Iv1us ic in Public Education," 
Music Teachers National Association Volume of Proceedings, 
(1886), pp. 187- 188. Discussion by Hosea Rolt. 
277 
the human body is a unit in the study of that object.22 
Such information as given makes it seemly to dismiss as 
illogical the first premise that Holt and his followers were 
endeavoring to force music education into a step backward 
toward the older Humanist formalism that had made such an 
impression upon teaching methods some years earlier. Rather 
than make such an indictment, one is obliged to accept the 
fact that these formalists were actually endeavoring to 
correct certain difficulties existing within the bounds of 
the field of music education. By carefully studying existing 
methods, these men expected to become sufficiently equipped 
as to offer solutions that would raise. the efficiency of the 
music educator in his classroom work, and permit him to 
enjoy more success than his professional forbear. 
Turning to the system of Luther Mason , Holt offered 
definite and concrete reasons for his dislike of this method. 
According to the so-called " Boston System", the exercise or 
song became the object of thought or the 11 thing" . By this 
manner of interpretation, the leader of the formalists 
insisted that two intricate subjects, Tune and Time, were 
being presented to the mind at one time. According to the 
22:aosea E . Holt, "Teaching and Teaching Reforms -
Music in Public Schoo.ls," Music Teachers National 
Association Volume of Proceeding s, (1889), 114 . 
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precepts of' Lowell Mason as well as of' Pestal oz zi, "one 
thing at a time" was a most important consideration in any 
educational situation. Aside f'rom this break in one of' the 
outstandia g principles of' educational pedagogy that had been 
religiously f'ol~owed during the nineteenth century, another 
fallacy , of' course, wa s found by the tremendous emphasis 
upon rote work. According to Holt, such instruction 
• •• does f .or the children in music just wba t would be 
done in teaching arithmetic, if the teachers were 
required to work out all of the problems for the pupils, 
having them corr@it the answers to memory and recite them 
in concert. This quality of teaching would not be 
tolerated ~§r a single day in any other department of' 
education. 
General agreement to the above statement would fall to 
the side of the formalist, if' arithmetic and music were 
incorporated into the curriculum f'or the same purpose and to 
serve identical ends. However, up to now this work has 
found, through the exposition of' the basic philosophic and 
psychologic tenets of both Pestalozzi and Froebel, that 
although arithmetic was decidedly considered in each 
instance as a skill subject, music was categorized into quite 
another department. 'lhe service which music rendered was 
perhaps more indirect than direct; its contribution was 
more-or-less intangible as it worked up on the emotions, upon 
23Holt, New Notation, ££• cit., p. 3. 
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man's inne r being , to create or develop within him a love 
for the g ood and the beautiful and dispel every bad and 
nal~row feeling. Thus it appeared through Holt's words that 
a suspicion might be entertained that the formalists, in 
their endeavor to correct existing d i fficulties, shifted 
music fran the pl&ce relegated it by Pestalozzi and Froebel 
to an area far removed from any philosophic intention thus 
far discussed. 
Emphasis upon Method. So much emphasis has already 
been found upon music reading that it would seem that this 
state of affairs must be accepted as an indication that music 
must now be considered a skill subject so far as formalist 
direction is concerned. Every effort was bent upon the 
discovery of a method that would make this i nstruction 
practical, efficient, and successf'ul. All elements were 
carefully dissembled from the whole, and in remin i scence of 
Pestalozzian mchologizing, extremely def'inite and precisely 
new systems were evolved with the most meticulous care. 
A look at a more-or-less superficial explanation of Holt's 
method, given by the author himself, may be of interest 
insofar as underlining the preclsion with which these systems 
were devised. 
In my sixth class (this means the lowest class) is 
commenced an intellectual study of the sounds of the 
scale. 'ro illustrate; children are taught to recognize 
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any sound of the scale by its scale name; (1-2-3) and 
they will produce the same at the dictation of the 
teacher. 'rhi s is to educate the ear. One or two 
minutes are spent in this exercise, which are followed 
by a representation of the sounds ••• Five minutes are 
spent in this way, each day, as a drill exercise, 
followed by practice upon the music charts. The results 
of this drill are remarkable. 'lhe drill of' single 
sounds is followed by triad practice after which the 
class is divided ••• and the pupil is trained in two-
part harmony. 'rhis is followed by the practice of two-
part songs upon the charts, together with the beating 
of the time, and, in addition to this, in the fifth, 
and fourth classes, by the chromatic scale, and a study 
of the keyswhich grow out of it. In the third or next 
higher class is introduced the study of the intervals, 
the chords and the triads. At the end of this year the 
pupils can readily sign in plain three-part harmonies, 
and should understand all the signs and characters used 
in musical composit i on, and be able to comprehend and 
read at sight any of the music found in our ordinary 
collections of psalmody.24 
The above extract hardly leaves a qQestion but that a 
new era in music education was beginning- - reading was the 
means and one may presume , at least, that it was likewise the 
end. The dye was cast--every student, like a p iece of 
metal or a bit of cla~would be moulded into identical 
likeness with no exception, a.s the following quotation at 
least seems to infer: 
In using monotones ••• encourage them to l earn the 
theory of music for the benefit it may be to them other-
wise than as singers, and thus unify the purposes of 
the class.25 
24J. Baxter Upham, "Music i n our Publi.c Schools," 
Dwight' s Journal of Music, (May 20, 1871), pp. 26-27. 
25Jepson, ££• cit., 178. 
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It was already advanced es.rlier in this chapter that 
there was a felt need for more competent music teachers. 
This was not in any disparag ement of the instructor's 
general music training, f or many had studied with competent 
people and had themselves arrived at an exceedingly high 
point of general performance ability. However, there were 
no schools of music that advanced any kind of direction to 
those who preferred public school work, with the result that 
most of these teachers were obliged to proceed more-or-less 
toward self-conceived goals, whether or not they necessarily 
were in keeping wi th general educational thought. 
As Baldwin clearly indicated, there was at this time 
such a diversity of method that, as might be suspected under 
the circumstances, there was llkewise a tremendous divergence 
in results. No well-defined goal actually existed in music 
education , in direct contrast to the carefully developed 
aims of which the older and more traditional subjects could 
boast. A child, therefore, moving from one city to another 
would be exceedingly fortunate if he found any continuity 
in his new music situation with that to which he had 
previously been exposed.26 
26Ral:r;h L . Baldwin, " Report of Committee on Public 
Schools," Music Teachers National Assoc iation Volume of 
Proceedin~, (1907), 165. 
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The condition, then, revealed a need that called f or 
immediate prescription. Ins true tion had to be put upon an 
educational basis, following similar procedures and conditions 
as all other studies in the curriculum. Not only was it 
considered likely that this correct i on would assure infinite-
ly better teaching on the part of music supervisors and 
instructors, but ths.t the classroom teachers, who were 
obliged to carry through with the work laid out by the 
visiting music instructor, could better teach the subject if 
it followed a pattern similar to that used by other studies. 
I n defense of this, Holt said, 
••• we (the music teachers) need to attend some good 
normal school about three years and learn to teach other 
subjects; then apply those principles to the teaching 
of music. • • V~hat we want is a system of teaching 
based upon educational principles, wlnch will make 
available the teaching power the regular teacher in 
the public schools, so she can teach music as well as 
anything else .27 
So strongly did he feel about the fact that a classroom 
teacher could perform all necessary music instruct io~ if the 
princi ples were arranged in the same fashion as t hose of 
othe r studies, that he was once prompted to say, "It isn 't 
necessary even that a teacher can sing--an aptness to teach 
27Hosea Holt, " Mus ic Teaching from a Psychological 
Standpoint," lViusic Teachers National Association Volume of 
Proceedings, (1886), 24. 
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is the only requisite.n28 Holt, however, wa.s not the only 
individual who stood for this rather new emphasis. In a 
report by Sllver , one re a ds the following , 
Musicians and those who aspire to the direction of music 
work in the schools must study educational methods and 
the genius and practical work of our public schools, and 
be able t o lay out and direct tre music teaching along 
the lines f ollowed by the re gular teachers who are 
doing the best work in other subjects.29 
It would appean from the information presented above 
and from data provided by Mc Conathy, that the latter part 
of the nineteenth century proved to be a very active IE riod 
in that which concerned music education.30 Reading apparently 
became the core of music instruction in the pub lic school 
which provided a more-or-less national goal toward which 
teachers were asked to direct their effort. Many systems of 
reading were devised for the practical,. effici ent, · and 
s uccessful carrying forth of this primary aim. Depar tments 
of Music were organized and instituted into colle ges in 
order that educators,choosing this phase as their major 
effort, could be properly prepared. 
28J. Baxter Upham, " Music in Ollllr Public Schools," 
Dwight 's Journal of ~bsic, XXXI (May 20, 1871), 27. 
29Edgar 0. Silver, "Special Report on the Condition of 
Music Instruction in the Publ i c Schools of the United States," 
National Educ ation Association Journal of Proceedin gs and 
Addresses, (1889), 691 . 
30Mc Conathy, ££• cit., p . 179. 
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~ Scientific Movement. Since the formalists were 
a very moving force in bringing the next generation of 
prospective music teachers to the college and university for · 
appropriate preparation, one is rather forced to admit that 
any accusation thrust toward these men, that even · suggested 
they were turning their backs upon the forces of the present 
day, and were rather worshipping at the altars of old 
shrines of the past,would be entirely out of character with 
the truth. Apparently, the philosophy and the psychology of 
the day, as well of course as method, were precisely what 
the formalists insisted the teachers be exposed to and 
thoroughly acquainted with. It remains as the purpose of 
this work to locate those philosophical and psychological 
foundations upon which this formalism must rest. 
One clue that .may serve to lead into the discovery of 
that philosophy and psychology,which had the most profound 
effect upon the formalists of this period, is found in a 
statement made by Holt at the close of the nineteenth century 
when he said, "There is no teaching worthy of the name that 
is not scientific."31 T.his extract might well be considered 
a.s evidence that Holt was very much a. part of the scientific 
31Hosea. E. Holt "Conference on Public School Music and 
Popular Sight-Singing, fr Music Teachers National Association 
Volume £!Proceedings, (1897), 103. 
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movement which made a conside~able impact upon education 
toward the end of the nineteenth century. It may rightfully 
be pointed up by some that this thinking was in vogue a great 
deal earlier than that period d1 rectly following the Civil 
War. Certainly the activities of great thinkers of the 
sixteenth and seventeenth centuries did much to usher in the 
scientific methods of Rousseau and Pestalozzi. However, much 
of this development was arrived at through arm-chair specu-
lation rather than carefully guided experimentation with the 
result that one could hardly concede the data as strictly 
scientific in the full sense of the word. Herbert Spencer 
is perhaps the most influential philosopher and educator that 
can be fully credited in stimulating a demand for scientific 
content and the development of scientific method. Although 
education still had a good distance to go before it could 
justifiably consider itself founded upon a basis of science, 
one must concede that Spencer's efforts lended a great deal 
to its stimulation. 
Just as businessmen were clamoring for more efficient :__._, _ 
means in their industrial and commercial enterprises, so 
the schools reflected an identical desire. All courses were 
obliged, therefore, to justify their place in the curriculum 
on the basis of their practicality. Of precisely what use 
did the subject matter within each field offer the student 
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in his preparation f'or life in the world of the d.ay? This 
was the question posed before each and every department 
within the school. 
After 1875, there came a noticeable increase in 
emprrasis upon manual training in the elementary schools, as 
well as a call f'or a great deal more commercial, industrial, 
and manual education in the high schools of that period.32 
This need, of' course, was a reflection of the great increase 
in industrial and commercial enterprises in this country 
that resulted immediately after the Civil War. Indications 
of this condition are frequently seen in periodicals of 
this era. 'lbe following may serve as an example: 
Practical education, more definitely stated, "an 
education for a li ving 11 is a popular craze. Teach 
your sons and daughters what they are to do when they 
become men and women, is translated into "convert your 
schools into workshops and kitchens".33 
What was the impact of' all this upon music education? 
Elwood seems to summarize the condition adequately when he 
says: 
Whence comes this general lack of interest in the subject 
of' music in our public schools? Why is it that there is 
32R. Freeman Butts and Lawrence A. Cremin, A History 
of Education in American Culture (New York: Henry-Holt and 
Company, 1953}, p. 388. 
33R. K. Buehrle, "1'he Popular View: Education as a 
Preparation to Earn a Living," National Education Association 
Journal££ Proceedings~ Addresses, (1888}, 174. 
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any difficulty in placing this most useful and beautiful 
of all the- arts in its proper place in our school system? 
•• ~ - these children are taught to read, write a cipher, 
going over the same ground their parents are m:>re or less 
familiar with. Consequently on the part of the parents 
there is no lack of interest in the progress of their 
children in these studies. But when it comes to the 
study of music their interest ceases, because of their 
own lack of information upon the subject; in fact, they 
consider it of no practical value, and that at most it 
shoUld only occupy time sufficient to enable the pupils 
to become proficient enough to entertain visitors and 
show off the school.34 
It would appear that this almost pragmatic evaluation of each 
subject, that the so-called scientific movement imposed upon 
education, would nqt be likely to endear itself to the music 
educator, or would it tend, in its materialistic outlook, to 
provide the basis of any philosophy sympathetic to the 
development of any aesthetic pursuit within the school 
program. A more direct look at Spencer may serve to further 
emphasize this contention. 
It is probably fair to say that of Spencer's four 
essays on education, his ~ Knowledge ~ of Most Worth was 
the most famous. T.he author contended that, in the case of 
both mind and body, man indicated a tendency to emphasize 
the ornamental before the usefUl. Far more did man concern 
himself with honor and applause than with those 
34J. H. Elwood, "Elementary Music in our Public 
Schools," National Bducation Association Journal of 
Proceedings ~Addresses, (1888), 654. 
accomplishments which helped him to unfold his complete 
ind1viduality.35 Spencer's conclusion. was that only an 
education based upon s:e:1ence sufficed to engender proper 
ends. 
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We conclude, then, that for discipline, as well as for 
guidance, science is of chiefest value. Thus to the 
question with which we set out -- What Knowledge is of 
most worth? -- the uniform reply is -- Science. This 
is the verdict on sll the counts.36 
The educator went further in order to clarify his thinking 
1n the arts. .As important as he considered music, Spencer 
insisted that it yield precedence to those things which had 
a more direct bearing upon those responsibilities which one 
was obliged to face in life. 
AccompliShments, the fine arts, belles-lettres, and all 
those things which, as we say, constitute the 
efflorescence of civilization, should be wholly 
subordinate to that knowledge and discipline in which 
civilization rests. As they occupy the leisure pert 
of life, so should they occupy the leisure part of 
education.37 
T.here seems reason to believe that this scientific movement, 
nevertheless, impressed upon music education a certain neces-
sity for a more potent justification of its existence than 
35F. v. N. Painter, Great Pedag~ical Essays -
Plato to Spencer (New York: Americanok Company, 1905), 
P• 403. 
36Elwoos P. Cubberley, Readings in the History of 
Education (Boston: Houghton Mifflin Compa.Ii'Y; 1948), p-;-659. 
37Painter, ~· ~., P• 415. 
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had heretofore been necessary. Whether or not Holt and his 
followers were moved by Spencerian philosophy is one thing, 
but there were indeed indications that their emphasis upon 
reading, to almost complete dismissal of ~y other of the aims 
that had previously been considered essential to good music 
teaching, underscored a desire to point up a practical 
concomitant which, would serve the individual in good stead 
in adult life. By learning to cope with the musical score, 
the child would be instructed in an easily defined subject-
matter area according to the most scientific method; the 
temper of the class would be completely in tune with all 
surrounding academic subjects; in music, the child would 
re~eive as much training in mental discipline as in any 
other course, and proof of this could be as tangibly :tr oduced 
as in the case of any other subject. As a result of this 
preparation, the child could look forward in adulthood to 
being capable of participating in musical activity 
intelligently; therefore, his appreciation would thus be 
infinitely more apt to be of a genuine character. 
A quotation from an address by Bicknell indicated 
what stress the formalist wished to place upon the academic 
side of music instruction. The introduction of music 
education in the schools had " ••• its value as a means 
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of intellectual culture and of mental discipline. 1138 The 
speaker further underscored his thinking by the following: 
••• it is clear to our minds that music should be 
taught, studied and practiced e.s a regular branch of 
instruction in all of our public schools, and that it 
should be made e. part of the required course with 
exam~eations, diplomas, etc., e.s other important studies 
are. 
The above seems to indicate that music no longer was in a r 
category separate and apart from skill subjects, but 
completely and utterly one of them. Instruction in reading 
the score was begun almost at once as the statement 
immediately following will disclose: 
••• formal teaching must be begun at a definite time, 
and, if it is to accomplish anything, it must be begun 
early, for the child is soon out of our hands -- and 
whether the work is done or not we may teach him no 
more.40 
The genesis of the en tire program rested then in teaching the 
child to read notes; and, if and when he achieved a degree 
of fluency, to enable him to practically cope with the score, 
then,and only then, could he actually derive appreciation 
from a subject whose very essence was aesthetic. ~e truth 
of this situation may be verified in such words as these; 
38Bieknell, ~· cit., 178. 
39Ibid., P• 180. 
40Ralph L. Baldwin, "The Aims of Music Courses in 
Gr~~ar Schools," Music Teachers National Association Volume 
of Proceedings, (1907), 117. 
291 
". • • and as reading becomes connnon, soon a higher art must 
emerge. 1141 It was the object of these teachers apparently 
to raise the cultural standard of the nation by instruction 
in notation as the first step and, accepting the premise 
that once a musical literacy was established, then, and only 
then, could appreciation hope to be attained. Narrowly 
considered, it would seem that to achieve the first step 
through the public school years of one generation would 
prove to be a very ambitious task. Viewed more . nationally, 
the goal would take some years to attain, and if their 
thinking were correct, no one could logically a ppreciate 
music until this literacy could be ascertained by anywhere 
near a workable majority. 
Herbartian Tendencies come to the Fore. The 
condition, however, was by all events prompted by this 
scientific movement which received such attention during the 
last decades of the nineteenth century. It is, nevertheless, t 
doubtful under any circumstance that the philosophy of Spencer 
could ever have been taken seriously by these formalist 
teachers in the field of music education, for even if they 
were successful in achieving their cherished alignment with 
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the regular academic areas, Spencerian thought would still 
remain completely antagonistic to their procedures as is 
attested to in the following extract: 
Art is not for instruction; it is for pleasure. One who 
applauds music as being scientific holds a perverted 
belief'. Intellectual interpretation,. of course, adds 
to 1 the pleasure of a composition, "but the primary purpose of music is neither instruction nor culture 
but pleasure, and this is an all sufficient purpose".42 
It seems fair to assume through the evidence given that, 
although the scientific movement may have indeed bad its 
effect upon aims and values of music education, there can be 
no serious alignment philosophically with Spencer. 
Another consideration with respect to the scientific 
attitude deserves some attention. Toward the latter part of 
the nineteenth century there are certain indications that 
the so-called New Education gets under way through the work 
of such men as Hall, James, and Thorndike. ~e basis of this 
movement was indeed scientific, and possibly such emphasis 
might likewise have had a connnection with the interest in 
the learnings upon science. The determinists insisted that 
all educational practices would be efficiently ascertained 
by investigation conducted upon a purely scientific basis. 
By such procedure, it was considered possible and plausible 
42Elsa Peverly Kimball, Sociology and Education: 
An Analysis of the Theories of Spencer an"d"Ward (New York: 
Columbia University Press, 1932), p. 11r-
' . 
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that all educational aims, content, agencies, organization, 
and method could by this means be determined. This New 
Education called £or a better understanding of child nature, 
of the things appropriate to his particular and individual 
nature, and the emancipation from older and less desirable 
procedures • . ~e departure from more traditional thinking 
emphasized a more natural growth of the child, and the 
proper unfolding of his capacities through wholesome effort 
stimulated by interest in those things that would have a more 
permanent influence upon him. 
This change in general procedure marked also a 
decided change 1n concepts with regard to music education. 
Music reading was no longer heralded as the fulcrum around 
which the program revolved, but once again the moral 
influence that music was capable of instilling was urgently 
considered as most pertinent. In t he words of Congdon, one 
reads, 
The new education demands that the song shall be held up 
as the idea ••• Ten years ago music obtained a foothold 
in many of our pUblic schools because children could be 
taught in a short time to 11 sing by note" and make 
difficult leaps 1n the major scale. It is claimed that 
the moral influence of music sings deeper and is mare 
lasting than word or precept; that as an aid to school 
discipline it is invaluable, for its charms subdue the 
rebellious spirit and create a bond of sympathy between 
teacher and pupil; that music encourages social inter-
course of the highest order, for the ability to sing is 
a passport to good society; and that the love of music 
turns the footsteps of many a young man from the saloon 
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to the church etc. It seems that educators seem to be 
looking more for this than the reading aspect, although 
to be sure the latter is not to be dropped.43 
Such a philosophy of teaching was hardly in tune with that 
of ·the forn~lists. One immediately would be led to believe 
that the Child Study Movement might be thought of as more 
antagonistic than sympathetic to these men under the leader-
ship of Holt. Evidence given above seems to indicate that 
such was the case, and that the Child Study Movement was -+ 
hardly in a position at this time to project enough of its 
data to enable educators to dare rest principles of any 
profundity upon it. Williams appears to offer the condition 
-
in words most simply and directly when she says that there 
is 
• • • a plea for the new psychology in normal schools 
for one reason, because it insures the sort of child 
study which is needed now as a basis for scientific 
pedagogy. 'rhe psychology which has usually been taught 
is abstract and rationalistic. The text books, even 
when simplified, present matter Which the students cannot 
relate to their own experience. They are not interested. 
There is no clear showing of what the study of music 
can do for the training of the mind. Better results can 
be obtained by a different sort of work. The new 
psychology affords the more excellent way, not because 
it is so easy that anybody can learn it--but because its 
methods adapt it to the stage of mental growth of the 
class of students of whom I speak. The new psychology 
is so new that its results are yet to be found largely 
43c. H. Congdon, nHow Pupils Learn to Know and Do in 
Music, n National Education Association Journal of 
Proceedings~ Addresses, (1895), pp. 779-780.--
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in pamphlets and monographs. There is no text book at 
once comprehensive enough, simple enough and concrete 
enough for our studies.~4 
The indication seems decidedly to be that the Child Study ~­
Movement had hardly got under way at the time the formalists 
were pressing for method. It might be wise then to pursue 
the study further in order to perhaps uncover a more likely 
source from which they must have based their thinking. 
A statement by Butts leads the discussion quite 
logically to another area, one which seems weighted with 
promising answers to the dilemma. 
The ideas of Herbart had great vogue in America in the 
last two decades of the century, much as Pestalozzian 
ideas were popular in earlier decades. The initial 
Herbartian stimulus tended to stress the social aim 
of education through the social studies and literature. 
When however, his science of teaching through the five 
formal steps was f-ormalized into systematic lesson 
plans, the informational aim came strongly to the fore, 
and Herbartian methods were used largely as a means of 
more effective mastery of subject matter.45 
Upon further investigation, the word of this Philosopher-
psychologist seems to offer the most promising solution to 
the question of exactly what philosophy and psychology did 
the formalists of the late nineteenth centl~Y follow while 
formulating their educational principles. Herbart's aim was 
44Lillie A. Williams, "The New Psychology in Normal 
Schools," National Education Association Journal of 
Proceedings and Addresses, (1893), PP• 781-782. 
45R. Freeman Butts, A ~ltural History of Education 
(New York: McGraw-Hill Book Company, Inc., 1947), p. 502. 
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to form the character of the individual with instruction per 
se performing only a secondary role in the overall process. 
This primary goal, however, was somewhat lost in this 
industrial age which resulted after the Civil War and 
affected not only industrial and economic life, but also 
education most profoundly. The efficient teacher, master of 
the technic of recitation, was the desideratum of every 
school administrator; and since Herbart's work was directed 
to a great degree in the field of methodology, this was the 
phase of his work that was most eagerly absorbed. This 
emphasis upon subject matter and method is so precisely 
parallel to the thinking of the formalists that it would 
seem worthwhile indeed to pursue this avenue further in the 
hope of finding the real foundations upon which Holt and hi s 
followers rested their concepts of music education. 
II. HERBART 
Introduction. Johann Friedrich Herbart, 1778-1841, 
through both birth and preparation, was well prepared to 
affect profoundly in his later life-time educational 
philosophy. As a comparatively young man, he became the 
t utor for the children of the Governor of Interlaken, 
Switzerland. In itself, this was of little consequence, 
but the very fact that this brought him close to Pestalozzi 
was indeed momentous. While carrying out his 
29 7 
responsibilities in this position, Herbart visited Burgdorf, ; 
where the great Swiss educator was hard at work in the 
development of his own theory of education. When his 
responsibilities in that country came to an end, the German 
returned to his own country. Fir-ed by what he had learned 
from Pestalozzi, he endeavored to render more scientific 
those ideas with which he had so recently become acquainted. 
One may, therefore, be assured that there was some connection 
between these two famous men. 
Observation. Reconsidering Pestalozzi for the moment, 
one finds that sense-perception was the foundation upon 
which his whole scheme rested. This , however, represented 
only the beginning of knowledge, but beyond this basic 
point of departure, the Swiss educator seemed helpless to 
proceed. He claimed that the essential parts of knowledge 
were form, nu_mber, and language; but even in dealing with 
these three elements, they remained separate and distinct 
strands throughout the process unless by accident the pupil 
chanced an association of ideas. Chance reasoning, it seems, 
does not present a very satisfactory road upon which a 
carefully planned educational system can travel. 
Those who followed Pestalozzi aupposed that reason was 
a high form of sense-perception, but toward the end of the 
nineteenth century, Harris pointed out that it was entirely 
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a reaction against such a condition. Through the senses, 
according to the latter 1 s theory, the mind became acquainted 
with an external object, and immediately a certain process 
followed. The thing was at once discounted, while the mind 
traced those causes which incurred its present form, and 
also became involved with its future destiny. The object 
then was more-or-less suspended between two processes, the 
further acquaintanceship with past, as well as future , 
realities. Those activities together provided the under-
standing or comprehension of the object, a condition 
infinitely higher than that which pure sense-perception 
advanced. 46 
It was Leibni tz in his New Essays 2!1 ill Human 
Understanding that this mental process was separated from 
percevoir and given the name apercevoir.47 Herbart took 
this new doctrine and augmented its sphere to include all 
recognition, interpretation, and explanation. He made it 
the business of the mind to take certain ideas and coupl e 
them to a stock of ideas already permanently stored in the 
mind as a result of previous interactions. In a word, this 
was the process of apperception. 
46w. T. Harris, "Herb art and Pes talozzi Compared," 
Educational Review, V {May, 1893), pp. 421-422. 
. 47w. T. Harris, "Rational Psychology for Teachers," 
National Education Association Journal of Proceedings and 
Addresses, {1898}, 571. 
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Perhaps more clearly stated, one must first recall 
that there were two basic suppositions with which festalozzi 
was involved. In the first instance, he considered that 
education had to represent a natural development from within, 
and, therefore,the teacher, at best, could draw forth from the 
student a perfection only to the degree that the child's 
innate abilities would allow. It was this postulate that 
Froebel developed. Secondly, Pes talozzi was imbued with the 
idea that education must be derived from experiences in the 
outside world, which. left the teacher as the sole administra-
tor of the child insofar as his educational success would be. 
This point of view was taken by Herbart. 
On this basis of acceptance then, it is possible to 
say that Pestalozzi and Herbart agreed insofar as the 
foundation of their principles were concerned. Observation 
was primary. According to the German philosopher, the mind 
was constructed by the outside world. Resulting from the 
impact of the external world upon the individual's soul, 
certain ideas were produced. T.hese ideas, he contended, had 
a life of their own, insofar as having a certain force or 
power to move within a certain orb. These tiny globules 
fought their way toward the highest point of man's 
consciousness, by aiding those ideas that were sympathetic 
toward the same destination, and in the same way endeavored 
to destroy those forces which were antagonistic. This 
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process which went on continually, tended to createa 
condition where like ideas fused together into a desirable 
unity which enabled the mass to form a rather invulnerable 
force that might quickly drive out all ideas which were 
representatively unsympathetic to the generally accepted 
condition. This activity, however, did not, according to 
Herbart, distinguish only between completely opposite poles. 
Between black and white, or right and wrong, for example, 
there were intermediary grays which were likewise accepted 
or rejected by this apperceptive mass according to its 
relative shade. It was even conceivable that an over-
abundance of gray could, and frequently did, change the 
initial tone of the given color representing one of the g iven 
poles. Such process, then, immediately permitted the 
educator to realize that ideas might not only be accepted , 
or rejected, but could often become modified along the way 
in order to transmute themselves into a form presentable 
enough for unification in the existing mass. This was the 
process developed by Herbart through, of course, Leibnitz 
and even Kant, and known as Apper ception. 
Not only did Herbart insist that the child had t o 
observe in order to take into the mind thing s from t he 
external world which formed the crux of this education, but , 
like Pestalozzi, he realized the importance of observation 
an the part of the teacher. It will be remembered t hat 
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Pestal ozzi was of the opinion that, in order to achieve 
successful t e aching, educators constantly had to observe in 
order to determine, with as much accuracy as possible, cer-
tain psychological principles upon which a true educational 
process could rest. 'Ihe following extract provides evidence 
as to Herbart's thoughts on this aspect of the proper 
development of each individual in the educational process: 
••• in cr der to gain an ade quate knowledge of each 
pupil 's capacity f or education, observation is 
necesse.ry--observation both of his thought masses and 
of his physical nature. 'l'he study of the latter includes 
that of temperament, especially with re f erence to 
emotional susceptibility . 48 
Observation was then the first step in the Herbartian 
concept. It not only determined the psychological principles 
upon which the educational process was to rest, but i t also 
represented the lowest stage in the process of knowing, 
because at that point of development the thing was seen 
completely isolated from its relation with other and all 
things . 4 9 
Interest. Good instruction uses the incentive that 
may come only from interest. A wise teacher exerts a great 
deal of his energies in diligently seeking out that kind of 
48Frederick Herbart, Outlines of Educational Doctrine 
(New York: ihe MacMillan Company, 1904), p. 22. Translated 
by Alexis F . Lange , and Annotated by Charles DeGarmo. 
4 9Harris, ££• cit ., pp . 571-572. 
presentation and learning that will prove commensurate with 
the capacity of the child being taught. The absence of such 
effort can only direct educational procedures into channels 
full of such obstructions as to make it almost totally 
impossible for the pupil to derive much from his educative 
experiences. From Herbart's insistence that the instructor 
should derive, through close observation of the child, an 
understanding of the pupil's physical and mental make-up, 
one may consider it logical to assume that interest formed 
a rather important part in his psychological concepts. The 
assumption is indeed correct when one studies the resulting 
concepts from the following statement by Herbart: 
Instruction in the sense of mere information-giving 
contains no guarantee whatever that it will materially 
counteract faults and influence existing groups of 
ideas that are independent of the imparted information. 
But it is these ideas that education must reach; for 
the kind and extent of assistance that instruction may 
render to conduct may depend upon the hold it has upon 
them.50 · 
According to the philosopher-psychologist, it was 
hardly possible to assume tha~ merely by receiving virtuous 
ideas, the student naturally developed into a virtuous being. 
Those ideas had to be of a kind that could readily attach 
themselves to existing ideas, as the process of apperception 
demanded, and such could only occur when they were of a 
50Herbart, 2£• £!!., p. 23. 
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kind that closely affected the life of the individual. The . 
will to accept such outside stimuli could not be roused 
unless interest was present. Although he decidedly 
emphasized the presence of interest, Herbart also insisted 
that sugar-coating had no place in the educational gamut. 
A view that regards the end as a necessary evil to be 
rendered endurable by means of sweetmeats implies an 
utter confusion of ideas, and if pupils are not given 
serious tasks to perform, they will not find out what 
they are able to do.51 . 
Although interest was considered a necessary con-
comi t ant i n, with, and under good teaching procedures, 
Herbart's real emphasis upon the subject has yet to be 
projected. His interpretation of interest had a much broader 
perspective than that which has perhaps been discussed with 
those other philosophers heretofore considered in this work. 
Ulich offers a definition of Herbart 1 s Gleichschwebendes 
Interesse which serves best, perhaps, to interpret the 
great philosopher's concept. This interest, 
••• is one who is able to remain in a continual state 
of susceptibility and openness to outside impressions 
without losing his e apaci ty o:f uni ti~ these 
impressions in one harmonious whole. 
T.his broader interpretation advocated, according to Graves, 
the building up by education o:f certain broad interests 
51~.' p. 96. 
52Robert Ulich, History ~ Educational 1bought 
(New York: American Book Company, 1950), p. 78. 
that might later become sources of genuine appeal in the 
individual's life.53 Such a concept seemed to call for a 
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very broad curriculum in order that the child's mental 
horizons would be greatly expanded in this endeavor to 
\ 
\ 
actually create a many-sided interest. Since all subjects 
were made up of vast quantities of material, it was the 
teacher's endeavor, according to Herbart, to emphasize those 
phases that were of particular interest to the child. 
An accurate conception on the part of the educator in 
determining that which would be of interest to the child 
would have posed a difficult problem for any teacher had 
Herbart not offered in his writings a solution for this part 
of his system. The answer, he proposed, was to formulate 
courses of study which would parallel the development of the 
child with that of the race. This statement may appear, at 
first, to be actually sntagonistic to Herba.rt's psychology, 
for it was a common view that he left no place for instincts 
or innate characteristics. However, according to Kilpatrick, 
the German philosopher-psychologist admitted that the 
psychological mechanism never worked itself out completely, 
and "that somehow joined with the soul are innate predis-
positions which may retard or stimulate the ideas.n54 
53F. P. Graves, History of Education in Modern Times 
(New York: The MacMillan Company, 1937), PP• 200-201. 
54Ibid., PP• 198-199. 
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The actual theory of culture epochs was advance d by 
Herbart ' s disciple, Ziller, and since has become an important 
part of the entire system, particularly under the topic of 
interest . A broad curriculum was called for by the philo -
sopher, but in order that just that material presented 
would arouse and maintain the interest of the s~~dent body, 
he directed that only such information that would relate to 
the child ' s experience during the particular year of school 
in which he was to receive it might be projected. Such 
selection was guided very thorou ghly by the theory that the 
child passed through the identical stages of development as 
the races of former ages . In order to wisely choose 
interesting information of a nature that would be certain to 
i nterest the pupil at the time he would be exp osed to it, 
the educator turned to history and mythology where the 
different periods of growth were carefully preserved. 1fhe 
following statement by Mc Murray may lend further evidence to 
this contention : 
The prin ciple that the child passes through the same 
great stage of development as the race is the guiding 
thought . By a careful application of this principle 
more complete apperception is secured, i . e. The new 
ideas taught fit so closely upon those that are already 
in the child ' s mind.55 
55Frank McMurr ay, " Herbartian Pedagogy for Normal 
Schools,n National Education Association Journal of 
Proceeding s and Addresses, (1892), 428. 
The primary objective was to maintain interes~ and 
the means of achieving this objective was through the use 
of pertinent subject-matter which was wisely chosen 
according to the interests of the pupils. Therefore, a 
general knowledge of the subject would be imparted rather 
than the development of a series of isolated facts fitted 
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only for memorization. Let it be hastily added, however, 
that Herbart was by no means opposed to memoriter work. He 
may be quoted as saying that, 
••• voluntary attention is moat frequently demanded 
for memorizing, for which, apart from all else, the 
presence of interest is not always a perfectly favorable 
condition. 56 
At the conclusion of the child's formal instruction, it was 
the desideratum that, narrow as his concept might be of eaCh 
end every com>se in the general curriculum, he would have 
gained sufficient interest in each and all of them, and his 
life, thereafter, would be devoted continually to learning 
more and more of those subjects with which he had only an 
acquaintanceship insofar as his early school training was 
concerned. Learning with Herbart was apparently a continual 
process, and although the school had the responsibility of 
initiating the child into as many avenues of subject 
material as was conceivably practical and possible, it was 
56 . Herbert, ~· £1i., p. 71. 
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compilation of things into such new grouping that solutions 
to new problems could be made. 
In the discussion of interest, it was stated that 
Herbart emphasized the fact that in all studies the basic 
aim, insofar as knowledge per se was involved, was that the 
child would acquire a general notion of the facts involved. 
For example, from studies in geography, science, and history, 
certain individual notions or ideas would be retained in the 
mind or the child, but the educational process could not stop 
with these, but rather quickly proceed to the derivation of 
generalizations. Thus, from this German philosopher, the 
Pestalozzian motto of passing from the known to the unknown, 
or from the specific to the general is recalled. It will 
not suffice to stop here, however, for, first, it is 
necessary to find out how Herbart was disposed to explain 
the way in which the individual notions were acquired, and, 
secondly, how the pupil ·passed from these to the generaliza-
tions. 
To the first part of the above inquiry, Herbart 
insisted in all cases that the child reach a clear precept 
through apperception, or in other words, by a unification of 
new ideas with those old ideas which are very closely 
related to them. First the teacher, by devious means, brings 
to the foreground of the child's consciousness all his past 
experiences which may contribute directly or indirectly to 
the subject under discussion. After this procedure has been 
carried through to a desirable degree, the new ideas are 
then presented by the instructor, but not in a haphazard way 
nor in such a manner as to indicate that the order or 
presentation has been determined in a way that most pleases 
the teacher. The new thoughts are given and explained 
carefully in the light of those things in whiCh the child had 
already evidenced a thorough apperception. By so doing, one 
may see how closely this theory of apercevoir is followed. 
When once the apperceptive mass of the child has been 
revealed to the teacher by careful observation and inquiry, 
only those new ideas which are considered to be sympathetic 
to that apperceptive mass already established are presented, 
in order that the best teaching results will be obtained. 
It is this procedure which Herbart offered as a means of 
inculcating the concrete or s~ cific ideas, or establishing 
within the child's mind the known quantity. 
~ 
The answer to the second part of the question, that 
which deals with the unknown or with the general conception, 
finds its solution in the p~cedure which follows 
immediately. From the precepts which have been made as a 
result of the two steps discussed above, a period of 
comparison is established in which essentials are abstracted 
and the non-essentials are disposed of or entirely lost as 
a result of the activity. After these two steps are 
completed, that of comparing and that of separating, a 
general notion is formulated which is indicative of 
comprehension. This achievement is then followed by 
application. 
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In, with, and under this discussion of the induct! ve 
system which is evidenced in the work of' Herbert, his f'ive 
formal steps have been used, since some of his followers 
have interpreted them as being designed particularly for 
that purpose. However, it must be said in fairness to the 
discussion that there is not complete agreement within 
Herbartian circles as for precisely what their use was 
intended. According to Graves, there are far too many 
interpretations as to the proper use of these steps • 
• • • most common has been to pervert the attempt of 
Herbart to bring about due sequence and arrangement into 
an inflexible scheme in the recitation, and to make the 
formal steps an end rather than a means. These steps 
may be used to enable the novice in teaching to !I' epare 
himself for class work by arranging the materials he 
wishes to present definite fixed stages that must be 
followed without exception in every recitation, nor 
do they correspond to the steps taken 1n the inductive 
method of science or logical reasoning in general as has 
sometimes been supposed. Moreover there is reason to 
believe that Herbart did not intend that all these steps 
should be carried out in every recitation, but felt that 
they applied to the organization of any subject as a 
whole, and that years might even elapse between the 
various ateps.57 
57Graves, ~· cit., pp. 209-211. 
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Whether or not one may be correct in saying that 
Herbart used the formal steps in directing the inductive 
method in his educative system, the very fact that some of 
his disciples used them for this purpose ind1cates that he 
did endorse the inductive sy.stem. 
The ~ Formal Steps. The formal steps of instruction, 
developed by Herbart, are necessary to understand if one 
wishes to comprehend the work of this German philosopher-
psychologist. Because of their extreme importance to this 
study, one section must be devoted to their definition, even 
though they have already been referred to rather hastily 
under the discussion of the inductive method. 
Herbart himself developed no more than four of these 1 
steps, the fifth being --added later by one of his noted 
disciples. Before entering into a description of these 
processes, it is well to become acquainted with the 
distinction between two terms which are used in this 
connection, namely ab•arption and reflection. The former 
refers to the acquisition or contemplation of facts or 
ideas, while the latter points toward the mental 
assimilation of these facts.58 
The four steps which Herbart evolved emphasized these 
processes to a very great degree. The first step was called 
58Ibid., pp. 207-208. 
Clearness, in which facts and ideas were presented a.rrl the 
pupil in turn was expected to acquire snd contemplate the 
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material as the process of absorption demanded. The second 
step, in the order of position, was entitled Association, 
which represented that particular period when those ideas 
newly projected were united with that mass of facts 
previously acquired. This procedure primarily called for 
the principle of absorption again, but with also a use of 
some reflection. System represented the third step~ and 
called for the logical arrangement of those things that were 
associated and unified to a degree as a result of step 
number two. The process of reflection assumed the entire 
field in this instance. Lastly, Method was established, and 
this inferred the practical application of that which the 
child had learned through this entire apperceptive 
experience. According to Herbart, this involved an active 
refl action. 59 
These four steps seemed to suffice well for Herbart. 
However, certain of his disciples apparently felt that they 
were not entirely comprehensible to those who were not 
59Freder1ck Herbart, The Science of Education (Boston: 
Heath and Company, 1892) p. l, trans. H. M. Felkin. F. 
Herbart, Outlines of Educational Doctrine (New York: The 
Machallan Company, 1904), pp. 66-67. Translated by Alexis F. 
Lange, and Annotated by Charles DeGarmo. 
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completely steeped in the philosophy. Ziller, a devoted 
Herbartian, felt that a fifth step was necessary for the 
purpose of clarity, if for no other reason. He divided the 
step of Clearness into two parts, namely Preparation and 
Presentation. Not entirely satisfied with this augmentation, 
Rein, another devoted follower of the German, added Aim as a 
prior and subordinate step to that of Preparation. Under 
such circumstances of development, these five steps were 
finally evolved and were used in the following order: 
1. (Aim) Preparation. 2. Presentation. 3. Comparison 
and Abstraction. 4. Generalization. 5. Application.60 
Faith. It would appear that there are few, if any, 
instances in our lives where faith cannot somehow ·be found 
as an accompanying, or even as a fundamental, force through 
our thoughts and activities. Of all the things which must 
be dealt with from day to day, there are certain elements 
that cannot be accepted or acquired through immediate 
perception; they go beyond experience, and only through 
faith can acceptance be gained. Faith is indeed a prin-
ciple which education, particularly, can hardly do without 
since there is no process, in fine, where a teacher can 
evaluate the degree to which a child has benefitted from 
60Graves, loc. cit. 
314 
his instruction, except to rely upon the testimony of faith. 
However, in the field of education, certain philosophies. 
emphasize this force to a greater degree than do others. 
A study of the formalism that resulted through 
Herbartian philosophy and psychology seemed to indicate that 
the element of faith was not oo heavily relied upon as it 
had been prior to this time. From the fact that Herbart 
took no account of heredity or the innate characteristics 
of the mind, the sum and substance of the student's education 
was that provided him by impressions received from the 
external world. Thus it appeared that the teacher was left 
as the sole administrator of the child. Although Herbart 
insisted that character building was the primary aim of the 
school, and that instruction was only a secondary entity 
within the educational gamut, the industrial . age which 
occurred immediately after the Civil War effected the school 
to the degree that the emphasis was placed upon subject-
matter. The teacher, through Herbartian psychology, found 
a perfect forula by which to teach. It was completely 
sufficient., at least in the eyes of the formalists. The 
child was moulded scientifically by the teacher, who had 
little need necessarily to respect the 1ndi viduali ty of his 
charge. Faith stepped aside in order that science could 
occupy the leading position. 
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Self-Activity. Although the axiom, "Learn t o do by 
" H doing seemed applicable to the erbartian psychology, it by 
no means bore the same meaning as interpreted through 
Froebelien thought. When sense-perception or observation 
formed the basis of the educational scheme, self-activity 
became almost the life-blood of the situation, for the very 
act of observing called into play activity, not only of the 
·'~ physical senses, but also of the mind. The child was 
permitted a certain freedom to unfold his own innate capaci-
ties, with the teaCher remaining only a guide or helper 
toward the end which was ultimately selected by the pupil. 
According to Herbart, however, observation presented 
a small part in the educative experience of the child, since 
he considered that understanding could not be developed by 
this means. The principle of apperception superimposed 
itself upon anschauung which might be considered the 
subordinate condition. Viewing the five formal steps as 
developed by Herbart, and his two particular champions, 
Ziller and Rein, one may conclude that doing was an ultimate 
result of the process, but not necessarily the means by 
which the end was achieved. Aim and preparation was a 
procedure that was teacher-directed, a condition which was 
likewise true with regard to the second step, Presentation. 
'l'h.e next two processes~ , Comparison and Abstraction, as well 
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as Generalization, although they might also have become 
teacher dominated, there was doubtless opportunity ror a 
certain activity on the part of the child; nevertheless t his 
form of doing was entirely a mental process. Without some 
physical acts, the instructor hardly round himself in any 
position to observe the effect or the impact or the subject-
Dlatter upon the thoughts or the individual. He was, there-
rare, left to probe the Child's mind with qQestions, and 
this question and answer procedure only led to that type or 
formalism which required the pupil to repeat back in 
memoriter fashion precisely the thoughts or observations 
presented by the teacher. The actual doing was left in 
Herbartian procedure to that step called Application. 
Although this portion of the l esson represented activity, it 
hardly could be ter.med self-sctivity, ror the child was 
required to accomplish something in the way in which the 
teacher had carerully directed it to be done. Doing was 
actually a drill process designed to inculcate more rirmly 
those impressions which had been directed toward him from 
the external environment. This psychology was extremely 
opposed to developmental procedures where the learning was 
left to the individual. Therefore, it appears reasonabl e to 
presume tha~ according to Herbartian psychology, self-
activity was forced to step aside in favor of teacher-directed 
activity. 
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Reason. The power of reason seems to imply that 
faculty which sets the human being aside from the animal. 
This all-important element appears to be achieved through 
the capability of unifying a multiple series of things into 
an understandable whole where comprehension is the ultimate 
desideratum. 
According to Harris, apperception, as developed by 
Herbart through Leibnitz and Kant, was a doctrine that 
combined memory and perception in a higher faculty which 
seemed to imply the condition of reason.61 This state of 
apercevoir resulted through an assimilation of original 
ideas to like ideas. Although a process of modification was 
said to be possible throughout this procedure, like was, 
nevertheless, attracted to like. 
It was this departure from purely sense-perception 
that marked a basic difference between Pestalozzi and 
Herbart. The former educator endeavored to achieve a means 
in his procedure where an association of ideas would take 
place, but it must be said that his emphasis upon sense-
perception, according to Herbartian thought, made such a 
condition impossible. Only chance unification of subject-
matter was the result of Pestalozzian principles; this he 
61Harris 1 ££• cit., 418. 
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apparently realized, and was left the only alternative of 
emphasizing a faith in the self to somehow establish a 
connection between one field of thought and another. 
Herbart relied far less upon faith than his predecessor, 
for being the first real psychologist, he set up the 
machinery for this connection of ideas to take place within 
the mind through his principle of apperception. To ensure 
the fact that the assimilation process would be unimpeded, 
the nature of the curriculum was held under careful scrutiny 
in order that information would be so offered as to help this 
mental digestive process of apercevoir. He emphasized the 
necessity of closely relating all subject-matter in order that 
it would be easily apperceived. With so many areas within 
the curriculum being studied, it followed~ he thought, that 
together this material would total nothing but one large, 
chaotic mass of information. Therefore, special arrange-
ments were made in order that each subject would be related 
carefully to the next. One study center, or core, was 
established through history or literature and all other 
-
courses surrounded this particular fulcrum and fed the 
chosen center. Such a system, thought Herbart, would 
continually so present subject-matters as to allow the 
child's mind to perpetually grasp material in such a way as 
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to easily assimilate or digest it into an understandable 
whole, and thus more capably achieve the primary aim of his 
entire philosophy, that of character development.62 
Moral Aim. The Herbartians continually insisted that 
the teacher, throughout all educational enterprise, must 
follow a thoroughly systematic plan. This adopted pattern 
must have above all else one supreme aim, to which all other 
goals would be subordinate. Character development or the 
establishment of a good moral life provided this end. 
Through Graves, one learns that, in Herbartian perspective, 
virtue is achieved when the child's understanding of right 
and wrong is in genuine accord with what he does.63 The aim 
of education, therefore, must be to inculcate within the 
pupil those ideas that will contribute to his comprehension 
of the accepted moral order, and aid him in the means of 
carrying it out. Through Herbart, one learned that, 
It is easy enough by the study of the example of others, 
to cultivate theoretical acumen; the moral application 
to the pupil himself, however, can be successfully made 
only insofar as his inclinations and habits have taken a 
direction in keeping with his insight.64 
62Frank McMurray, "Herbartian Pedagogy for Normal 
Schools," National Education Association Journal 2f 
Proceedings and Addresses, (1892), pp. 430-431. 
63F. P. Graves, A History of Education in Modern Times 
(New York: The MacMillan Company;-1937), p. 200. 
64~., P• 201. 
32 0 
It was almost surprising to find this decided emphasis in 
the work of Herbart, when the preceding pages have been 
almost thoroughly and entirely devoted to his psychology. 
This, however, is indicative of the major drawback to the 
doctrines of this great philosopher-psychologist. His 
principles came at a time when the desire of the public 
school was to emulate industrial efficiency, and because his 
psychology appeared so sympathetic toward scientific 
principles, it was hastily endorsed. His philosophy, on the 
other hand, was either not realized, or cast aside as so 
much residue. For this reason, Herbart's impact upon 
American education was due almost entirely to his 
psychologtcal writings, and when one seeks those clues and 
cues which point up his effect upon the educational field, 
one must strike at the psychological, as well as 
methodological spheres. 
III. HOLT AND CONTEMPORARIES 
The Era of Method. Emphasis upon purely method was 
moat apparent during the last decades of the nineteenth 
century for many reasons. In a very general way, one may 
ffirst point to this condition by the number of music books 
published at this time which specifically ventured a very 
clear-cut procedure and insisted upon the presentation of 
their contents in precisely the ways suggested, down even to 
the most minute detail. Although it would seem hardly 
possible to include all such books, some of the known 
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publica tiona may serve to offer validation to the above 
statement. Perhaps the foremost series, at least in the 
earlier dey s of this era, was the Normal Course in Music by 
Tufts and Holt, published first thrcugh D. Appleton Company 
in 1883, and later by Silver Rogers Compan~ which years 
after assumed the more familiar name of Silver, Burdett and 
Company. Allied to this Course were two other series which 
deserve mention, those being the Cecilian Series of Study 
and ~ by Tufts, and published in 1892, and although under 
one cover, the Common School Course by Tufts and Holt, which 
projected within its pages a complete method and was 
offered for use at the same time. Single publications by 
Silver Burdett, and either allied to the Normal Music Course 
or projecting at least a distinct course of stud~ were the 
Classical ~ Series No. 1 by Smith, 1902; the Child's First 
Studies!,!! Music by Cole, 1895; Child~.!!! Song, Tufts, 
1890, although published earlier by D. Appleton Co., 1883; 
Aoedean Collection, actually a Third Reader Supplement to 
the Normal Music Course, Tuf'ts ani Holt, 1884; and the 
Handbook of Vocal Music, written to accompany the Normal 
Music Course and Cecilian Series of Study and ~~ Tufts, 
1896. The American Book Company likewise offered an 
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extremely successful series entitled the Natural Music 
Course by Ripley and Tapper in 1895. This series was 
revised in 1903, and again in 1906, the third pUblication 
being referred to as the Melodic Music Readers. The content, 
however, remained approximately the same in all three 
editions. Ginn and Company likewise offered a popular 
Individual Sight-Singing Method by Weaver in 1902; the 
Handbook of Music Lessons by Tilden in 1889, which allied 
itself to the famous National Music Course of Mason; Music 
in the Public Schools: A Manual of Suggestions for Teachers 
by Newton, in 1909; Introductory Music Reader, McLaughlin and 
Veazie, 1895; and Time and Tune Series, Caswell and Ryan, 
1883. From such an amount of material resulting from this 
period it is hardly practical or desirable to focus 
attention upon but one music educato~ as has been the 
practice in previous chapters. 
lhe general tone of all the aforementioned books is 
precision and efficiency. Musical notation and allied 
problems are all broken down into tha smallest elements, 
and carefully reassembled in a step by step process which in 
every case evidences utmost diligence and concern with regard 
to the best educational principles available at that time. 
In the preface of the Teachers Manual of the Normal Music 
Course, one reads, 
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••• the plan of the course is based upon the idea that 
music should be taught upon true educational principles, 
so that the skill of the teachers in public and private 
schools may be made available in this direction also ••• 
In making use of this course a thorough knowledge of 
educational principles, end training in the true 
philosophy of teaching, is of much more importance than 
a thorough knowledge of musict gained in the ordinary 
way without such experience.6o 
Again, from an entirely different source, one may be impressed 
by the following, "Everything depends upon how this work is 
done; if strict management and method prevail, these singing 
lessons will be successful."66 
In order to safe-guard these carefully thought-out 
procedureswhich were projected through the series offered 
during the closing decades of the nineteenth century, the 
teacher was urged often enough to follow precisely the system 
as it appeared in those books being used. From the Third 
Harmonic Reader, one finds, "It gives copious and specific 
suggestions in regard to the way of presenting every new 
point. It offers ample and varied material for practice 
and dri11."67 A perusal of this material indicated that 
the exercises and songs were arranged progressively, with 
65John w. Tufts, The Normal Music Course Teachers' 
Manual {New York: Silver Burdett and Company, 1898), pp. 3-4. 
66w. s. Tilden, Handbook of Music Lessons (Boston: 
Ginn and Company, 1889), p. 36. --
67Frederic H. Ripley and Thomas Tapper, The Natural 
Music Course Third Harmonic Reader (New York: American Book 
Company, 1895), p. 5. 
the elements of music ~esented according to a carefully 
devised plan which a teacher was expected to follow. The 
only freedom actually given to the instructor was in the 
selection of the amount of drill. Therefore, it was 
conceivable that the person in charge might wisely skip an 
exercise or song here and there without causing any detriment 
to the development of the class' ability to read. 
Further evidence with regard to the desirability of 
teachers' adhering precisely to the matter as it was 
projected in any series of the times was found in the words 
of Tufts when he offered a remark to the effect that any 
departure from the course was considered to be detrimental to 
the study. 68 A quote from the same source may venture an 
additional clue to the situation. 
The books of the three series - Normal Music Course, 
The Cecilian Series of Study and Song, and the Common 
School Course all carry out a well-defined course of 
study with each book leading toward the same direction.69 
As late as 1909, Newton offered a book which contained a 
carefully devised lesson plan far every week of the school 
year fer the New Educational Music Course. 
Such an emphasis upon those methods suggested in the 
various publications of this period must have interfered with 
68John Tufts, A Handbook of Vocal Music (New York: 
Silver Burdett and Company, 18961; P• v. 
69Ibid. 
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any individuality that might very well have been a desirable 
concomitant in the development of any music education 
program. Instead, the entire venture seemed to be drawn 
into a condition of narrowness. Apparently, however, this 
was considered desirable rather than undesirable during 
this age of efficiency and precision as evidenced through a 
statement by Tilden when he said, "It is better to keep to a 
definite line of work, even if somewhat narrow, than to 
attempt to generalize."'70 
Although there may, indeed, be differences of opinion 
in precisely defining that which might be considered narrow. 
it does appear that, important as method can be, there are 
an infinite number of other considerations in the teaching 
profession which are due decided attention. When it is found, 
however, that professional educators become so involved with 
infinitely minute points in regard to order and arrangement 
of elements, to the subordination of general curriculum 
problems, philosophy, and psychology, suspicion may be 
aroused that a satisfactory solution to their difficul-
ties regarding methodology may never be attained. Such 
persons can hardly come to a full recognition of their 
problem due to their narrow approach. Their perspective may 
be said to be merely two-dimensional with the result that 
70Tilden, loc. cit. 
any solution they might find would be apt to prove more 
destructive than constructive since the considerations 
involved never are completely and essentially representative 
of the situation in its totality. 
One is continually impressed by the perpetual 
juggling of ideas that stem entirely fran the arrangement 
of the musical elements which represent continual problems 
along purely methodological lines. The Introductory Music 
Reader offered testimony to the condition as indicated in 
the following: 
Heretofore, in a first music reader it has been 
customary to confine the first studies in metre to the 
undivided beat. It has been successfully demonstrated 
that the study of two equal sounds to the beat may very 
properly be undertaken at a much earlier period in 
school life than hithe~to, and hence, its full treatment 
in the II' esent reader. 71 
In further demonstration ot the situation as it existed at 
this time, attention is drawn to a comparim n between an 
original series and a revision of the same. According to 
the first series of the Normal Music Course, it was found 
that the First Reader and the First Series of Charts had 
figures under the notes indicating the relative pitch. In 
the revised edition, this was not done. In similar 
circumstance, the Second Reader was originally to contain 
71James M. McLaughlin and George A. Veazie, The 
Introductory Music Reader (Boston: Ginn and Company, 1895), 
p. iv. · 
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songs, and exercises, and songs ror the study or the F clef. 
A revision emphasized still more such drill with changed 
' 
voices.72 Still another pertinent indication or the times 
was found again in the Normal Music Course. Originally the 
First Reader had a seccnd part entitled "Child Life in Song" 
which contained a considerable amount of rote work for the 
early grades. All this went through a process of chm ge in 
later years because Holt felt that, in order to achieve 
facility in music reading, more exercises should replace 
that space formerly given to song. For this reason then, 
the second edition gave itself more to wordless exercises. 
In order that one may not arrive at the conclusion that rote 
work was entirely abandoned, it must be said that a third 
section was added to the revised book which contained ~ 
songs to be used for imitative experience, although the 
amount of rna terial was greatly reduced. 
It has already been cited in an earlier chapter that 
a great deal of disagreement existed between music educators 
of the day with regard to almost any phase or the teaching 
process as it pertained to method which one might care to 
72Hosea Holt, The Normal Music Course First Reader 
(New York: Appleton Company, 1883); New ani Revised Edition 
(New York: Silver Rogers Company, 1888). H. E. Holt, The 
Normal Music Course Second Reader (New York: Appleton Company, 
1883); Revised and Enlarged Edition (New York: Silver 
Rogers Company, 1886). 
328 
mention.73 There were f~y arguments raging between one and 
the other as to the merits and demerits of the rote versus 
the non-rote; the use of the Stationary Do, Sol-Fa, or 
Movable Do; and references as to the instruction of time. 
Perhaps the most dominant resolutions of these 
arguments are found embodied within publications of this 
period. Rote singi~g was gradually pushed further and 
further into the background, as was indicated in the com-
parison between the original and revised editions of two of 
the major Normal Music Course Readers.74 However, definite 
as this last statement would appear, a condition exists 
which makes it impossible to prove beyond a doubt the exact 
position to which rote singing was relegated. Tufts wrote 
that, "Rote singing is useful during the first two or 
three years."75 It was found that the Normal Music Course, 
in its original form, included a section entitled Child Life 
in Song which was entirely given to rote work. In the new 
and revised edition, however, the pages showed, as has been 
heretofore expressed, that these songs were almost 
73Supra, pp. 106-125. 
74Hosea E. Holt, The Normal Music Course First Reader 
(New York: Appleton Company, 1883); New and Revised Edition 
(New York: Silver Rogers Company, 1887). 
75Tufts, QQ• cit., p. 17. 
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completely removed from the book. 76 Howe.ver, the publishers 
later took this material and printed it in a separate book 
of the original series, which indicated that,in spite of 
Holt's efforts to lessen such activity, rote songs were still 
very much available.?? 
From these bits of information, it seems fair to 
gather that rote singing was considered deslrable, but sine e 
it did not in any way represent the final goal of music 
education, it had to rank in a subordinate place. Therefore, 
it could be considered a fine thing to be done when, g)_d if, 
a convenient time arose. Under no condition could it 
interfere with the reading program. This conclusion may 
gain further creditability when one considers the tempo at 
which the program was carried out at this time in its 
history. By the end of the fourth year of school, according 
to Tufts, all problems of time and tune were to have been 
pre sen ted if the tine table, which called for music five 
days a week with fifteen minutes assigned to each lesson, had 
been scrupulously followed.78 
76Holt, loc. cit. 
??John w. Tufts Child Life in Son~ (New York: 
Appleton Company, 1883~; Revisea-Edition New York: Silver 
Burdett and Company, 1890). 
78Tufts, ££• cit., P• 127. 
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Of all the reading methods to be used, the Fixed Do, 
Movable Do, Tonic Sol-Fa, or no Do at all, the Normal Music 
Course found the latter method to be probably the most 
satisfactory. From the Handbook, the following is found: 
The syllables should be used with the names, but must not 
be allowed to take their place in thinking sounds. The 
syllables are of value only as they present a small but 
meaningless variety of vowels and consonants. They should 
be discarded for some series of more varied and practical 
value, in which the utterance should bring into use 
systematically the mechanical as well as the vocal powers 
of speech. There seems to be little reason for retaining 
the haphazard selection of syllables from an old Latin 
Hymn. All that can be said in favor of the well-known 
order is that their use is better than none, for the 
continuous use of any single vowel would hardly fail to 
.be of injury to the voice, if only from the monotony of 
actton and shape.79 
Here seems to be the beginning of a movement which was to 
win a considerable amount of attention in later years. Even 
immediately following the Normal Music Course, Ripley and 
Tapper seem to have clarified, perhaps, a bit more of that 
which has been quoted immediately above. In the Music 
Primer by these co-authors, the following appears: 
Proceed with these exercises precisely as you would 
with little sentences in the primer. First: Be sure 
that the children have thought the exercise through 
before they sing. Second: Have the exercises sung 
with expression as a whole, not in a labored manner 
from note to note. Third: As soon as the exercise is 
correctly sung with the syllables, have it sung with 
la, loo or a vowel sound. Fourth: As early as 
79Ibid., PP• 54-55. 
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possible require the children to think the exercise out, 
and render it at~ with la, loo, or a vowel sound.80 
Throughout the careers of Lowell and Luther Mason, 
one finds these men expounding their theories of projecting 
to students the elements of time. The Nsrmal Music Course 
established a system that was reminiscent of certain 
elements of both the Masons, in the acceptance of the 
swinging pendulum and the French Langue des Durees with such 
changes as Luther Mason initiated. 
The newer conception, as revealed through Tufts and 
Holt, dismissed the beating of time. Their reasoning was 
based upon a statement made by Rousseau who said, "The more 
time is beaten, the less it is kept."81 It was not the 
observance of the individual pulsations Holt and Tufts 
considered essential, but rather was the regularly recurring 
accent the basis for emphasis. Achievement of this end was 
made possible, according to the two famous co-authors, 
through the use of a swinging pendulum which students would 
sit before and think the accents of certain given patterns. 
Tufts emphatically said, "The Pendulum is infallible. "82 
80Frederic H. Ripley and Thomas Tapper, T.he Natural 
Music Course Music Primer (New York: American Book Company, 
1895), p. 5. 
81Tufts, 2£• cit., P• 24. 
82Ibld., p. 25. 
This system was developed because both entertained the 
theory that children were far too young to cope with units 
and their fractional parts. Through their years of 
experience, Tufts and Holt reached the decision that in 
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most cases the element or time could more satisfactorily be 
taught through imitation. As a result, the plan as outlined 
above was adopted in the Normal Music Course to the extent 
that not even an explanation or the naming of the characters, 
such as whole notes, half notes, etc., was conceded to be 
necessary.83 There were those contemporaries of Tufts and 
Holt who agreed with such an approach as evidenced by 
Weaver's attitude which was exactly in line with the 
thinking as expressed in the above.84 On the other hand, 
of course, there was opposition as the following will 
indicate: 
Beating with the finger on the desk is considered a 
good idea in the teaching of time, when heretofore we 
have had other me~s. This beating is supposed to help 
the mental state.o> 
Likewise did Giddings emphasize in his teaching that to beat 
83Ibid., P• 23. 
84sterrie A. Weaver, "Common Sense as an Aid to the 
School Music Supervisor,'' National Education Association 
Journal of Proceedin&s and Addresses, (1898), pp. 535-536. 
85Frederic H. Ripley and Thomas Tapper, The Natural 
Music Course New Harmonic First Reader (New York: American 
Book Company, 1903), p.22. 
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with the index finger would help to establish a feeling and 
comprehension of time.86 In spite of this obvious 
opposition, there seems evidence enough to substantiate the 
fac t that the method,which Tufts and Holt projected in the 
Normal Music Course with regard to the development of Time 
to children,became a very popular system that continued 
through the latter decades of the nineteenth and early years 
of the twentieth centuries. ~is evidence appears through 
the abounding emphasis of rhythmic pattern names that were 
projected by Sterrie Weaver, E. w. Newton, and Percy 
Graham.87 
As a result of the above discussion, it seems a fair 
premise indeed that the emphasis in the field of music 
education echoed the spirit of efficiencz, the by-word of 
industrial America at this time. Method possibly received 
the primary consideration to the negligence of at least such 
components in the field of education that might vie for a 
position of equal importance. A closer survey of the 
philosophical and psychological foundations upon which the 
86Thaddeus Giddings, Grade School Music Teaching 
(Milwaukee: c. N. Caspar Co., 1919), pp. 37-38. 
87Percy Graham, Vocal Music 1n the Elementary Schools 
(Boston: c. C. Birchard Company, 1950~pp. 12-14. 
text-books of this period were based may serve to prove 
whether or not such an assumption might be correct. 
Observation and Apperception. According to Herbart, 
Observation was the first step in his general concept of the 
learning process. This element embraced two decidedly 
different conceptions. In the first instance, it inferred 
that the educator had constantly to observe the child in 
order to determine as accurately as possible those psycho-
logical principles upon which a true educational process 
could be founded. T.he second consideration insisted that the 
child must likewise observe in order that he might take into 
his mind those things from the external world which would 
form the basis of his education. 
To consider at first the former situation, the 
formalists were in agreement to a certain extent. There was 
a decided trend evident among these men to emphasize the 
importance of teaching according to true educational 
principles, with philosophy as the fountainhead of the entire 
structure for which they stood. So adamant were they in 
their acceptance of this kind of thinking that they placed 
such training above musicianship.88 However, one may well 
question the philosophy and educational principles to which 
88Tufts, ~· ~., P• 4. 
they referred in their remarks, for nowhere in their 
writings does there seem to be a clear concept of their 
intent established to the degree that it can thoroughly be 
pin-pointed as belonging to one or another philosopher. 
The second condition, as rr~ntioned above, is perhaps 
more clearly evident in their work. Basically, they insisted, 
with Herbart, that education had to be derived from 
experiences taken from the outside world, and at first 
injected into the mind through perception. The formalists 
did an acceptable piece of work in carrying out this portion 
of the psychology. 
Frequently throughout the Normal Music Course, 
reference is given to the act of observation or perception as 
evidenced, for example, by the following: 
The Time names should never be sung. They should be 
used to illustrate the steps in time, and to develop 
in the mind of the pupil an intelligent sense of 
rhythm based on a p~ception of the relative length of 
sounds and their proper accentuation.89 
Emphasis is marked in the above, of course, upon the sense 
of hearing. Attending toward the same development, the 
Introductory Third Reader offers similar evidence as 
advanced in the following extract: 
Sight Reading alone is not the object of the Normal Music 
Course. Through sight reading a way is opened to the 
89John Tufts and Hosea Holt, The Normal Music Course 
Second Reader (New York: Silver Burdett Company, l.S86), p. iv. 
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knowledge of music, and the Readers are offered as 
illustrations and suggestions in harmony and rhythm. 
This is more easily effected by careful study of the 
component melodies. Let each melody be carefully sung 
until it becomes familiar, the various combinations of 
the parts can then be produced and the resulting harmonies 
critically examined. It is not intended by this that the 
student shall become expert in the use of technical 
ter.ms, but that the education of the ear may be gained 
by the production of these sounds in combination. By 
this course the ear receives its best training, and the 
effect will be lasting.90 
Further study of this series, as we~l as those related to it, 
namely the Cecilian Series of Study and Song and the Commoh 
School Course, reveals that "each First Book begins with the 
earliest mental perception of tune and time and each seri es 
covers all likely difficulties to be encountered by average 
students.n 91 From this same source, a number of other 
excellent passages revea~ the emphasis the formalists placed 
upon observation and perception. 1be following represents 
an awareness of training both the ear and the eye: 
Changes in the pitch of the key-note should be frequent 
and should always be accompanied by the change in the 
representation to the eye upon the modulator and staff. 
Thus the pupils will be convinced that it is no more 
difficult to sing in one key than in another. A sense 
of rhythm or recurring accent can be awakened and 
developed only by hearing such rhythms and accents. 92 
90John Tufts, and Hosea Holt, The Normal Music Course 
Third Reader (New York: Silver Burdett Company, 1887), p. v. 
91Tufts, .212• cit., P• 5. 
92Ibid., p. 11. 
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Although such references abound throughout the series of the 
times, the extract appearing below, and representative of 
quite another source, would seem to complete a sufficient 
amount of verification to the condition that observation was 
an essential element in the educational systems devised. 
It is evident that, to the traditional singing for 
entertainment and for the cultivation of aesthetic and 
ethical sentiment, must be added an ear, eye, and voice 
training by means of which music as an art is revealed 
to the pupil ••• 93 
With Herbart, the formalists were in complete accord 
insofar as reckoning perception as primary to the process 
of education. However, the German philosopher went much 
further than this. He developed the principle of 
apercevoir which insisted that ideas may not only be 
accepted, but they may likewise be either rejected or become 
modified along the way in order to become sufficiently 
presentable for unification or acceptance to the child's 
existing apperceptive mass. 
Generous as Holt, Tufts, Ripley, and Tapper were in 
providing ample evidence of their acceptance of the element 
of observation in their teaching processes, there doesn't 
exist any clue in their writings which might lead one to 
believe that the principle of apperception played any role 
93Frederic H. Ripley and Thomas Tapper, The Natural 
Music Course Third_ Harmonic Reader (New York: American Book 
Company, 1903), p. 3. 
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whatever in their psychological thinking. Therefore, the 
view might be taken, and quite safely it seems, that 
apercevoir was entirely dismissed from their thinking. As 
has been said heretofore, the formalists provided the major 
aim of the music course, and acknowledged as essential just 
those necessary elements that would bring the child to the 
fulfillment of the goal in the quickest and most efficient 
manner possible. Under such condition it was impossible for 
them to allow the child to reject anything, since all 
material presented had to be learned as given or the entire 
structure would collapse. Attention is quickly drawn to a 
quotation by Tufts which seems most appropriate at this time. 
To teach a proper use of the voice, and to give the 
pupils a command of their musical powers until they I 
acquire the ability to sing any composition at sight, \ 
should be the aim and object of all instruction in 
music. Everything necessary to enable the pupils to 
do this intelligently should be taught, and all else 
should be postponed until this is attained. What NOT 
to teach should be as seriously considered as how9~o teach best the things most essential to be known. ~ 
It is hardly necessary to say that even modification, as 
the principle of apperception requires as an essential part 
of its theory of unification, would appear impossible to 
permit when one fully digests the essence of the above 
extract. The formalist approach, through the very core of 
339 
its philosophy, had no provision at all for rejection, nor 
modification. The child was obliged, if he intended to reach 
the required goal, to accept any and all elements of knowl-
edge imparted to him by his instructors, for each and every 
fact given was fundamental and essential to the entire 
structure as planned by the architects of the course. The 
principle of Apperception was indeed not a part of the scheme. 
Once again it seems a fair assumption that music 
educators of this period were basically Pestalozzian in their 
psychology, adhering strictly to observation and presuming 
that reason represented a high form of sense-perception. 
Herbart's contributions appear to be completely over-looked 
insofar as this portion of the discussion is concerned. 
Faculty Psychology. In order to continue with as 
much consistency as possible as regards form, a moment's 
consideration mi ght be devoted to faculty psychology. 
Through the discussion of Herbart, this element was 
completely by-passed for the reason, of course, that the 
psychology as developed by the great German educator took \ 
no recognition of this principle. Since the primary purpose 
of this work is to ally in such degree as possible the 
thinking of the music educator to that of the prevailing 
philosophy and psychology of one period and another, it 
seems consistent with the major purpose of this chapter, 
therefore, not to burden the work with a discussion of a 
principle that obviously has no bearing whatever upon the 
problems at hand. 
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Interest. Successful teaching generally infers 
interestirg teaching, and since Pestalozzi, at least, this 
element has proved to be an essential consideration within 
the educational p~cess. The condition appears not at all 
to change, so far at least as text-books of this particular 
era can exhibit. The formalists were very much aware of 
this necessary ingredient in their teaching, and there is 
substantial evidence to prove the situation to be true. In 
the Manual of the NBrmal Music Course, one finds that: 
"The principle of teaching herein inculcated begins with 
the youngest pupil, and develops its musical nature by 
presenting attractive melodies for imitation.n95 Not only 
does the above extract infer that rote singing is carried 
on, but that such songs must be so chosen as to make the 
learning pleasant to the children involved. Greater 
clarification may be found fran the same source, which 
states that "the object to be attained by rote-singing is to 
envelope a love for music in melody and rhythm, to train 
95I bid., p. 5. 
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the voice and ear, end to furnish recreation and enjoyment 
for the pupils." 96 From still mother source, further 
evidence is II' esented which indicates that "Every lesson should 
be opened with a vocal drill by means of which the voices are 
brought into good condition, the spirits awakened, and the 
interest of the pupils secured. "97 From the same series, one 
may also find similar information as follows: 
The general plan of the teaching and the practice in 
this volume is similar to that of the preceding book, 
the Harmonic Primer; but there has been an addition to 
the text in the form of explanatory matter, and the song 
material has been greatly enriched. A collection of 
well-known songs has been added of the best American 
folk music.98 
The Third Harmonic Reader of the same series suggests that 
"There is a rich supply of song material in various forms 
and grades, illustrating the simplest as well as the more 
advanced tonal and rhythmic elements. tt99 
Such evidence seems to point up the fact of the 
awareness of these formalists to insert by every means the 
element of interest in their teaching. Not only did they 
961 bid., P• 14. 
97Frederick H. Ripley and T.homas Tapper, Natural Music 
Course New Harmonic First Reader (New York: .Ameri·can Book 
Company:-1895), p. 3. 
98Ibid. 
99Frederic H. Ripley and Thomas Tapper, Natural Music 
Course Third Harmonic Reader (New York: American Book 
Company, 1895), P• 4. 
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find it necessary to offer rote material in which children 
would find pleasure and enjoyment, but even in songs whose 
purpose was purely to drill or underscore certain technical 
problems. Immediately, the conclusion may be drawn that the 
important element of interest is given a satisfactory place 
with regard to the formalist's point of view. 
However, through the pages here devoted to Herbart, 
two kinds of interest were set forth. In the first instance, 
the element under consideration may connote the making of a 
sitllation as pleasurable and enjoyable as possible, a proce-
dure for which Herbart evidenced a dislike. Sugar-coating 
may best describe this condition. The second meaning given 
to interest offers an infinitely broader interpretation 
because it infers that the very subject matter taught shall 
be so appealing to the child as to offer him a continual 
interest in the material during his childhood as well as in 
his adult life. In order to assure the educator that the 
elements presented would be distinctly of pleasure to the 
child, the cultural epoch theory became an important part 
of the system. Before it can be said with any certainty at 
all that the formalists followed Herbartian psychology 
insofar as interest was concerned, it must first be determined 
whether or not representatives from both the educator and 
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the psychologist were in complete agreement as to the 
definition of this important element under consideration. 
A quotation from the Handbook of tre Normal Music 
Course may serve to spring-board the necessary discussion. 
Pertaining to rote singing as a method of fUrnishing 
recreation and enjoyment, Tufts states that "This is a very 
important part of the work with very young children and must 
not be neglected, yet it must not be carried beyond its 
proper limit."100 One may hastily gather that too much 
pleasure and enjoyment growing out of a subject might indi-
cate a waste of time. It might be universally admitted that 
pleasure which means liscence is decidedly undesirable, but 
it might likewise be catholic to seriously question Tuft's 
statement if it implies that good instruction cannot be 
generally interesting. Admittedly, one statement is hardly 
sufficient evidence upon which to base any accurate opinion. 
From the same source, however, the following was 
found: 
To teach a proper use of the voice, and to give the 
pupils a command of their musical powers until they 
acquire the ability to sing any composition at sight, 
should be the aim and object of all instruction in 
music. Everything necessary to enable the pupils to 
do this intelligently should be taught, and all else 
should be postponed until this is attained. What NOT 
lOOJohn Tufts, A Handbook of Vocal Music {New York: 
Silver Burdett Company, 1896):-p. 14. 
to teach should be as seriously considered as how to 
teach best the things most essential to be known.Irr 
The thinking projected in the above extract is a decided ( 
reflection of Herbartian thought as it was before the 
philosopher-psychologist built on top of it his theory of 
apperception. It will be recalled that Herbart did not 
devote a great deal of attention to the development of innate 
abilities of the child, but supposed that all education had 
to be derived from experiences taken from the outside world, 
which left the instructor as the sole administrator of the 
child insofar as his educational success would be. However, 
in order that all material chosen by the teacher would prove 
to be of continual interest to the child, no matter what 
stage of the learning process he found himself, all subject 
matter had to be thoroughly weighted and considered that 
this primary element of interest would continually be 
fulfilled. 
It is relatively clear through the statement given by 
Tufts, . as it applied to the Normal Music Course, that both he 
and Holt learned well the basic tenet of Herbart's psychology. 
A selection of material was indeed within the realm of the 
teacher's responsibility, and it was expected that he would 
project this matter to the mind of the pupil. However, 
101 Ibid., p. 11. 
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neither music educator went far enough into Herbartian 
thought to realize that all such subject matter could only 
be considered essential if it stood the test of interest. It 
is very obvious by Tuft's remarks that the formalists 
maintained the right to provide the aim, so long as they 
conceived it to be merely logical, and acknowledged just those 
things as essential that would bring the child to the 
fUlfillment of that goal in the quickest and most efficient 
manner possible. One must further add that evidences of 
interest, insofar as given herein, would more likely than 
not infer the condition of sugar-coating so qtd ckly dismissed 
by Herbart. 
Through the introductory remarks of this section, it 
was established with as much certainty as possible that rote J 
singing was a good thing to do so long as it did not inter-
fere with the development of music reading. Although evi-
dence is not sufficient enough to p~mit a definite 
statement in this case, a feeling, nevertheless, is 
evidenced, as a result of studying the text-books of this 
time, that rote singing in the first two or three grades 
would hopefully_establish interest on the part of the students 
suf fi ci en t to carry them through the en tire gamut of their 
school life. True, songs of decided worth were i~cluded 
among the note-reading exercises, but they were in a 
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decided minority among the drills that occurred before and 
after them. It is doubtfUl if interest, as such, could be 
continued amid the overwhelming amount of theory that the 
child was pressured into absorbing during his first four 
years of schooling. Therefore, it would appe~, that under 
no condition did the work of the formalists, with regard to 
this primary element, coincide to the thinking of Herbart. 
Inductive Method. Educators and philosophers alike, 
thus far considered in this study, have all emphasized the 
inductive method. Herbart proved no exception, although it 
must be admitted that very probably his principle of 
apperception was more exalted through his psychology. His 
interpretation of the elementary system may be said to have 
been colored sufficiently by it as to represent a slightly 
different connotation than has heretofore been inferred 
through the work of other philosophers and educators who 
followed the inductive psychology. 
So long as apperception is involved within the 
inductive system, interpreted through Herbart, prior 
discussion in this section immediately recalls the 
impossibility of completely allying the formalist music 
educators to an identical point of view. 102 It is, however, 
102supra, p. 240. 
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necessary to explore the work of the formalist group ani 
determine whether or not the inductive principle was at all 
a part of their thinking. This becomes essential to the 
degree that should, for any reason, they have chosen another 
system, the formalist camp would have established a decided 
breach that would separate them distinctly from all the 
psychological thinking thus far established throughout the 
nineteenth century with regard to music education. On the 
other hand, if the inductive system was used, at best one 
mightin all probability expect that their point of view would 
parallel more closely that thinking primarily connected with 
that of the Masons. 
A study of the Normal Music Course distinctly tends 
to permit an assumption, at least, that Tufts and Holt 
necessarily followed the inductive method. A discussion of 
three of the readers will attest to the premise. 
At the outset of the First Reader, twen~-four 
exercises were devoted to drill of the first two notes of 
the scale ascending, as for example, 1,2,1,1,2,2,1, and 
gradually added another note of the scale. By the time the 
last of the exercises within this group was reached, the 
whole scale appeared ascending and descending. Quarter arrl. 
half no t es were used th.roughout the work thus far 
established, and only one meter signature, 2/4, was indicated. 
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Time language and note numbers were indicated under each 
note-head. Upon the accomplishment of this work, nineteen 
more exercises in 2/4 meter were presented. This time no 
new rhythmic problems were initiated, but attention was 
directed to easy skips. Following immediately were sixte en 
additional exercises which emphasized rests corresponding 
to the time values already used, and meter signatures that 
represented 4/4, 2/~ as well as 2/4 which already had been 
established. No new tune problems, however, were included. 
A summary of all knowledge thus ~ar presented was then 
projected through a song one line in length. The book then 
proceeded with six exercises drilling 3/4 meter with a song 
offered at the end o~ this sequence of work enveloping the 
same problem. After three beats to a measure were used, as 
indicated in the above, 3/8 meter was hastily presented with 
two exercises and a two-line song. When all this had been 
accomplished, the same material, thus far sung in the key 
of c, was then reviewed by additional exercises and scngs 
using the major keys of D, F and B-flat. Gradually, new 
intervals were introduced, through many exercises and some 
songs.l03 The arran gement indicated in the material 
103John Tu~ts and Hosea Holt, T.he Normal Music Course 
First Reader (New York: D. Appleton and Company, 1884). 
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projected above decidedly represented the process of moving 
from the known to the unknown which apparently embodied the 
inductive system. 
Identical procedure is followed through with regard 
to the Second Reader of the sam;, series. In a p:-efatory note 
the authors offered a fUrther clue with regard to their 
emphasis upon the elementary system which reads as follows: 
"Great care has been taken to make the course gradually and 
easily progressive, yet varied as to the key ani sentiment.nl04 
The first exercises were written for a single voice, and these 
were followed by similar drill work for two sopranos, for 
two sopranos and alto, and lastly for soprano, alto and bass. 
All material in meter and melody was first presented in one-
voice melodies arranged progressively from easy to difficult. 
The book began with the study of two-eighth notes in duple 
meter, followed quickly by the presentation of the dotted 
quarter and eighth note pattern. All this material was 
accomplished in eighteen exercises, and then a song was 
offered. After such drill, the book apparently conceded that 
this matter could be considered as a known quantity, and, 
therefore, pressed forward to a new unknown. The two meter 
104John Tufts and Hosea Holt, The Normal Music Course 
Secand Reader (New York: Silver Burdett and Company, 1886), 
p. v. 
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problema just considered were removed from 2/4 meter, and 
indica ted in the various ways necessary to make them conform 
to such signatures as 2/2, and 3/8. Through such procedure 
the dotted quarter and eighth note, for example, took the 
form of a dotted half and a quarter note, and also as a 
dotted eighth and a sixteenth. Such a process indicated 
how carefully and logically courses of study were developed. 
The Reader then proceeded in similar manner, presenting 
chromatics and additional meter problems.l05 
The Introductory Third Reader followed the identical 
pattern of development as has been heretofore established. 
~he work represented chromatic tones and the minor scale as 
its basic problems. As indicated in the preface, "The 
Introductory Third Reader is designed to complete the work 
of the Second Reader. • • "196 All material presented was 
based upon the assumption that all problems projected in 
the previous books of the series were known quantities, and 
the remaining work rested heavily upon that which had 
already been done. The series was completely representative 
of a progressive system, in that one problem naturally became 
the preparation for another. 
105 Tufts and Holt, Second Reader, 2£• cit. 
106John Tufts and Hosea Holt, The Normal Music Course 
Introductory Third Reader (New York: Silver Burdett and 
Company, 1887), p. iv. 
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Through this overview of the method contained in the 
Normal Music Course, it seems that the fact may be accepted 
that the induetive system was indeed a foundation upon which 
the series was built. But this discussion has been rather 
general. There are located within the pages of many of the 
books of this time certain statements which might lend more 
definite evidence to the proposal that the formalists 
emphasized the elementary or tha inductive method. 
To teach according to the psychology discussed above, 
the thing before the ~must be presented. This condition 
is primary to the entire system. From the Handbook, the 
foll01.Jing may be found: 
All characters used in representing music are taught 
by first teaching and naming to the ear the facts 
represented to the eye. The presentation and naming of 
sounds to the ear is made . as clear and comprehensive as 
the teaching and naming of numbers of the eye ••• Every 
new difficulty in tune or time should first be taught and 
named separately before the representation is given. 
There should be no questions or explanations on the part 
of the teacher that are not immediately preceded by the 
sounds to which they refer.lO-, 
Still further evidence from this source cannot be withheld 
due to the important nature of its content. The Handbook 
stated that, 
In the first stages, much time should be spent in train-
ing the voice and ear without any representation to the 
eye. It will seem to most teachers that they are not 
107Tufts, Handbook, ~· cit., pp. 10-11. 
teaching at first music unless much is said about the 
characters representing it. Be sure that nothing is 
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said about the characters until you have taught and named 
something to represent. The names of all the characters 
used in representing the pitch of sounds up the staff 
should be taught by naming the pitch of the sounds 
themselves before the characters are given.l08 
From quite another series the following information appeared 
regarding the thing before the sign: 
Care is taken to make the pupil familiar with musical 
effects before they are named; for instance, the words 
major and minor are admitted only when the effects which 
these words represent are perfectly familiar to the 
ear.l09 
It would seem that still other authors of this period were 
exceedingly careful to follow the inductive principles as the 
statement directly below will indicate: 
Every exercise and song has its special purpose in the 
general arrangement of the "common before the uncommon," 
leading the pupil in an easy ani natural way to the 
difficulties in the latter part of the reader.llO 
Such an amount of evidence, extracted from the woms 
of some of the outstanding formalists of the era under 
discussion, seems to leave little doubt as to the embodiment 
of the inductive system within the pages of the major music 
108lli.£., P• 19. 
109Frederic H. Ripley and Thomas Tapper, The Natural 
Music Course Music Primer (New York: American Book Company, 
1895), p. 3. 
llOJames McLaughlin and George A. Veazie, 
Introductory Music Reader (Boston: Ginn and Company, 1895), 
p. iii. 
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series published during the final decades of the late 
nineteenth, and moving, even, into the early years, at least, 
of the twentieth century. From this material, however, it 
is impossible to ally this emphasis too thoroughly to 
Herbartian thought, for the reason that no evidence is 
available to the effect that the principle of apperception is 
given any consideration whatever by these men. 
As has been indicated, Herbart endorsed this elementar.y 
method, only because his principle of apercevoir held a 
certain natural similarity to this popular phase of 
psychology. His known differed from the usual interpretation, 
because it did not necessarily infer a certain isolated 
thought or idea, but rather a large apperceptive mass made 
up of a broad knowledge of many things. It is true, that 
before attempting to present more material, he called forth 
those things from the mind that had some similarity to the 
new matter at hand. However, the material to be presented 
was not selected because it naturally fastened itself easily 
upon a few isolated facts of like kind that were once 
established in the mind. He chose whatever he thought would 
be of interest, and then proceeded to draw from the students 
those things from their rather large body of general 
knowledge, of general notion, which they had built up 
throughout their years of life. Herbart 1 s concept was, 
therefore, much broader and much freer than the formalists 
were of any mind to conceive. 
Therefore, one may assume that the music educators 
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of this era held fast to an inductive system that was much 
nearer to the Pestalozzian concept than it was to 
Herbartianism. Without the comprehension, or the acceptance 
of the principle of apperception, Herbart's contribution to 
education would be scant indeed insofar as American 
acceptance of his work was concerned. 
The Five Formal Steps. As indicated above, Herbart 
devised four formal steps of instruction as a means toward 
embodying his psychological principles within lesson 
presentation in the classroom.111 The steps were titled, 
Clearness, Association, System, and Method. In the course 
of a few years after their inception, Ziller and Rein, 
ardent disciples of the great philosopher-psychologist, 
increased these steps to five, and evolved a different set 
of headings, which were as follows: 1. (Aim) Preparation. 
2. Presentation. 3. Comparison and Abstraction. 4. 
Generalization. 5. Application. There is some reason to 
lllsupra, pp. 221-223. 
presume that somehow these steps might well have had their 
effect upon lesson development in music education toward the 
end of the nineteenth century. Evidence for this contention 
may be deduced from two sources which emphasized a 
considerable influence during the years enveloping this 
particular portion of the study. The first, although 
noticeably vague, may serve its purpose to launch the 
discussion. 
From the Natural Music Course, a decided clue points 
rather directly toward Herba.rt' s formal steps as evidenced 
in the following: 
The lesson includes in all cases: 
1 . Every lesson should be opened with a vocal drill 
by means of which the voices are brought into good 
condition, the spl.ri ts awakened, and the interest of 
the pupils secured. 
2. Some form of ear and eye training should follow -
usually tonal dictation, an example or two in metric 
dictation, and two or three brief written dictations 
on the board. 
3. The chart work should be taken and the development 
of a new tonal or rhythmic combination presented and 
drilled. 
4 . The chart work should be immediately followed by tbe 
use of the book, the lesson selected being fD far as 
possible the direct application of the chart reading.ll2 
ll2Ripley ani Tapper, F:irst Reader, .2.£• cit., p. 10. 
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The first two steps are easily assimilated under the 
Herbartian heading of preparation, even though the thought 
must hastily be advanced that the meaning here has a much 
different connotation than did that of the German philosopher. 
Ripley and Tapper apparently considered preparation as that 
point of the lesson when the children were to be made 
receptive to a body of information that would soon be passed 
on to them, and would absorb the material in precisely the 
way in which it was given. Contrary to this thinking, 
Herbart endeavored to create a situation which called forth 
a series of thoughts that would be similar enough to those 
which he intended to express during the lesson. In this 
manner, the apperceptive process might be called into play. 
The third step, as expressed by the Natural Music 
Course, might be commended to the presentation procedure of 
Herbartian thought. This appears more than likely since the 
philosopher, as well as the music educators, used this step 
to project to the children facts and ideas, and expected that 
the class would in turn acquire and contemplate the given 
material. 
Between steps number three and four of those 
represented by Ripley and Tapper, a place must be found 
where comparison and abstraction is given attention, 
for this part of the lesson, according to Herbartianism, 
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is a necessary element. Referringback to the step involving 
presentation in the Natural Music Course, one may notice 
that two processes are inferred through the words presented 
and drilled. The presentation portion has already been 
discussed . Drill may very well be the element with which 
the music educator sought to fulfill the Herbartian sequence. 
Although this area of comparison and abstraction, according 
to the German, refers primarily to that period when new 
ideas are united with the apperceptive mass, there is reason 
to believe that there is enough similarity between drill and 
the assimilation process, insofar as formalist thinking is 
concerned, to accept drill, with reservation,of course, as 
the music educator's equivalent of step number four of the 
Herbartian psychology. This is a rather difficult position 
to defen~but it is a point of fact that is at least 
deserving of the endeavor. 
It has been determined that Apperception was decidedly 
not a part of the formalists' psychology. As a matter of 
fact, these men were apparently Pestalozzian in their 
thinking with regard to psychological principles. Such a 
finding permits one the assumption that reasoning to this 
school of thought implies a high form of sense-perception. 
Information presented to the student would then be placed 
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into the mind as a clear, concrete notion, and only through 
an actual chance association of ideas could reasoning 
result.ll3 Since drill was essentially a part of all 
Pestalozzian disciplines that have been discussed herein 
with regard to the specific field of music education, this 
must imply that the marked emphasis,upon this element with 
regard to any subject, keeps the precepts so actively engaged 
and alive in the mind as to increase the probability of 
connections taking place between separate strands of 
information. Should this be the case, and there seems a 
possibility that it may be, drill to the Pestalozzian is as 
basic to reasoning as the process of unification or 
apperception is to the Herbartian. Because of this, one may 
venture to say that Drill, as referred to by Ripley and 
Tapper, may well become step number four in Herbartian 
methodology to the degree only, that something parallel may 
be drawn. 
Point number four of the lesson outline, as found in 
the Natural Music Course, presents no problem. Application, 
as spoken of therein, is completely in accord with 
Herbartian thought, insofar as the information will indicate. 
ll3w. T. Harris 1 "Herbart an:i Pestalozzi Compared," Educational Review, V \May, 1893), 421. 
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The second source may be considered more complete in 
its exposition of thoughts that might possibly be attached 
to those of Herbart with regard to lesson preparation through 
his formal steps. The Institute of Musical Pedagogy, 
founded in 1900 by Weaver and carried on after his death by 
such men as Baldwin, Earhart and Giddings, evolved a series 
of lesson plans for use by the music educator in a grammar 
school situation which were published under the title, 
Summaries of the Course in Methods.ll4 Every plan follows 
the same general outline, namely: 1. Aim. 2. Preparation. 
3. Teaching. 4. Appl i cation. It would be hard to concede 
the fact that these headi ngs, so identical to those of 
Herbartian psychology, could be merely coincidentall For 
the sake of comparison, a typical lesson plan from the 
Institute publication appears below: 
!!!!! 
To Learn the Third Time Motion. 
Preparation 
Review the definitions of the first and second time 
motions. 
114summaries of the Course in Methods. A series of 
Lessons Prepared by the-rnstitute of Music Pedagogy. 
(Nortbhampton : Alumni Association, n.d.). 
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Teaching 
The teacher sings the third time motion on 11 do" or with 
a simple melody for example, do-re, mi-fa, sol-fa, mi. 
Direct the class to count the 11 do's" in the new time 
motion; the teacher sings the motion with two 11 do 1 s". 
Direct the class to count the beats; the teacher raps 
the desk twice as the two 11 do 1 s 11 are sung. The class 
discovers that the third time motion as two tones to 
two beats. 
Ask the class to find whether the tones are equal or 
une~ual; again, the teacher sings the motion with two 
"do s". The class discovers that the tones are unequal, 
that the first is long am the second short. Ask the 
class to notice the pressure on the first tone as the 
motion is again sung. To press with the voice is to 
pulsate. Teach the word Pulsate. 
Definition.--The third time motion has two unequal tones 
to two beats, the first one long, the second short, and 
the first one is pulsated. To teach the singing--The 
Teacher sings the time motion on "do"; the class imitates. 
The teacher sings the motion with a simple melody or a 
simple scale passage; the class imitates. (The teacher 
should demand a perceptable pulsation.) 
Representation.- - The teacher represents the third time 
motion on the staff and teaches the names of the notes, 
a dotted quarter and eighth. 
Application 
The lesson should be applied in exercises with the third 
time motion only at first, with a simple melody. The 
third time motion should then be combined with the first 
time motion, with simple melody. Gradually the melodic 
difficulties should be increased. Later the first three 
time motions should be combined in single exercises. 
Concer t and individual si~ging should follow from books 
or slips with songs and exercises using the first and the 
third time motion, and then with song s end exercises 
using the three time motions.ll5 -
115Ibid., Lesson 5. 
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In order to parallel these significant steps to those 
of Herbart, numbers one and two must be combined, since Aim 
and Preparation were combined within the first step. It 
was noted above that during the period of preparation, certain 
elements were called forth in review. In spite of the fact 
that up to now there has been nothing to indicate that the 
formalists accepted the principle of apperception, this 
calling forth of knowns at the outset of a lesson is 
comparable to Herbartian thought. Here the teacher drew 
out from the class those ccncepts which would be similar 
enough to the new work as to cause an interaction between the 
old and the recent, and thus achieve the desired end result 
of assimilation and unification. li'urther study of the 
lesson plan may reveal just how closely these men came to 
the thinking of Herbart. 
Weaver's step number three becomes step number two 
in the light of the change made above. ~resentation or 
teaching is carried out at the same point in the lesson as 
in the case of Herbart. 
There was apparently no section set aside by the 
Institute for the development of the Herbartian step number 
three, reserved for, and specifically titled comparison and 
abstraction. This was likewise the case in the Natural 
Mus ic Course. Due to the careful development of the Weaver 
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plan, it would seem that there would be sufficient evidence 
to support or dismiss the former proposition that drill 
enveloped certain elements that were as important in the 
development of reason to the formalists, as the apperceptive 
process incorporated in steps three and four were toward the 
same elements in Herbartisn thought. 
All elements of drill were inc~uded by the Weaver plan 
in the application section. 
the third time motion only. 
At first, exercises emphasized 
A second step directs that the 
first time motion should be corrbined with the new rhythm. 
A process of comparison in the learning process, as projec-
ted by the formalists, can be inferred here. One must also 
refer back to the period of preparation when certain time 
motions were reviewed. At that time the reason of this 
review was not clear, since it seemed unlikely that this 
process was carried out for apperceptive purposes. 
Apparently now, the answer is found in the fact that such a 
process was accomplished in order that later in the lesson 
a period of comparison was to be deemed essential in order 
that the child could by this means derive or abstract a 
notion of that material exposed throughout the body of the 
lesson. Thus, the formalists also acknowledged this period 
of comparison and abstraction, for even though a specific 
title was not given it, the activity was indeed embodied with 
the drill. 
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The Weaver ple.n seems to offer noopportunity for 
generalization, step number four in the Herbartian formula. 
However, without accepting the principle of apperception, 
such an activity could by no means take place. On the one 
hand, the German philosopher-psychologist emphasized that 
the notion or idea presented to the child during the teaching 
phase of the lesson was to become, in the last analysis, a 
general notion.ll6 In contrast to this attitude, the 
formalists considered every precept offered by the teacher 
as an essential element that in no way could tolerate any 
kind of modification.117 Therefore, the notion developed 
by the formalists had in all cases to be specific. Herbart 's 
step number four which was titled, Generalization, can, under 
no circumstances, find any like comparison with the work of 
the music educators at this time, unless Summarization could 
be accepted as a substitute. Although even such an activity 
is not specifically indicated in the Weaver plan, it would 
seem that such a procedure would be likely to fit properly 
into the general scheme. 
116Frank McMurray, "Herbartian Pedagogy for Normal 
Schools," National Education Association Journal of 
Proceedings and Addresses, (1892), 431. ---
117supra, p. 240. 
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After a close inspection of the elements involved in 
each lesson by representative leaders of formalist thinking, 
it seems reasonable to accept the fact that these men were 
decidedly influenced by Herbart so far as the five formal 
steps were concerned. Methodology, at least, benefitted 
from the work of the German philosopher-psychologist. 
Faith. When science occupies a leading position, 
faith seems necessarily to withdraw to at least a secondary 
post. There appears no equitable or practical way in which 
these two elements may share leadership. During that perlod 
when the developmentalist psychology held sway, the element 
of faith was of greatest importance. Educators relied 
heavily upon this entity as they proceeded to develop within 
the individual innate qualities which they could not see, or 
when they were unable to state with any certainty what success 
was achieved during the educational process. There was no 
reliable criteria with which they could judge success or 
failure. The procedure left much to the individual; it was 
up to him to receive that which he distinctly wanted and 
needed, and to discard or modify the remaining material to 
which he had been exposed through the series of experiences 
education had provided. 1he pupil actually developed himself 
with the teacher acting only as guide and helper along the 
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The change in thought, brought about by the industrial 
revolution which developed within the boundaries of this 
country primarily after the Civil War, resulted in an 
emphasis upon science as a solution to those problems which 
occurred as a res ult of the existing conditions. Education 
was no exception in this craving for the most efficient and 
scientific methods that would bring results more quickly 
and more satisfactorily. 
Educators in the field of music, as well as in other 
branches of the profession, developed methods so carefully 
conceived that in their eyes, at least, no loop-holes existed. 
It was believed that, by the use of such schemes, subject 
matter could be so scientifically presented to the pupil 
that he could not help but gain a firm grasp of the material 
which these same men deemed as essential for his stage of 
development. 
The general tone of all music text-books was precision 
and efficiency. Musical notation and allied problems were 
broken down into the smallest elements and carefully 
reassembled in a progressive process which indicated 
diligence and concern with regard to the best educational 
principles known during this particular period. The 
prevailing thought is demonstrated in the following extract 
from the Manual of the Normal Music Course which states that: 
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• • • the plan of the course is based upon the idea 
that music should be taught upon true educational 
principles, so that the skill of the teachers in public 
and private schools may be made available in this 
direction also ••• In making use of this course a 
th orough knowledge of educational principles, and 
training in the true philosophy of teaching, is of much 
more importance than a thorough knowledge of music, 
gained in the ordinary way without such experience.ll8 
Through the dismissal of the concepts of heredity and 
innate characteristics, education provided the child with 
impressions of the outside world. The instructor became the 
sole administrator of the child's educational success, and 
science, not faith, was the hand-maiden. 
Self-Activity. This element, when applied to Her-
bartian though~ was obliged to be subjected to a different 
interpretation from that which was previously established 
with Pestalozzi and Froebel. Due to the complete revision 
in psychological thinking at this time, self-activity, as 
understood by the naturalists, transposed itself to a teacher-
directed activity. The formalists, therefore, had a 
selection to make between two very distinct psychological 
attitudes. 
Doing, at least of some kind, represented a vital 
element in teaching procedure among the formalists. This 
118John w. Tufts, The Normal Music Course Teachers' 
Manual (Boston: Silver Burdett and Company, 1898), pp. 3-4. 
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was indicated by Tufts who stated that "the classes should 
be kept constantly doing. nll9 Ripley and Tapper evidenced 
their agreement by writing, "Everything in this system tends 
to cultivate the power to do. ttl20 
The activity referred to was decidedly pointed toward 
the individual, and, therefore, it becomes obvious that 
self-activity of a kind became an objective of the formalists, 
This belief is substantiated by Tufts when he writes that: 
Any ~stem of instruction whiCh does not reach each 
individual by personal training is certainly not 
perfect. lbe gathering of pupils in large numbers for 
the purpose of receiving instruction in sight singing 
has fortunately become a thing of the past, and all work 
where individual instruction, gradation, and personal 
training are ignored should not be favored. This 
personal work should begin with the youngest pupils .121 
It will be noted from the precedir.g quotation that Tufts 
projects the Herbartian point of view when he speaks of 
children receivir.g instruction. Apparently, the formalists 
also were of the opinion that the child absorbed his 
educational experiences from the external world disseminated 
through the effort and administration of teacher action. 
Further evidence of this emphasis upon individual work 
is available. In the same source, Tufts writes that; 
ll9John Tufts, A Handbook of Vocal Music (New York: 
Silver Burdett and Company, 1896)-,-p. 11. 
120Ripley and Tapper, Music Primer, loc. cit. 
121Tufts, ££• ~., P• 21. 
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"individual work should be encouraged. nl22 Weaver indicated 
his acknowledgement of such concentration when he openly 
criticized those lessons directed toward the class rather 
than to the pup11.123 In an exposition of the various 
features of the Third Harmonic Reader, Ripley and Tapper 
offered the following information: 
It {the Reader) presents one-voice exercises for the 
cultivation of individual power and part exercises for 
training in harmonic perception and independent reading.l24 
Both extracts point toward student participation, which is 
indeed indicative of an element of self-activity. The 
principle has two decided connotations, however. In the 
first instance, it may express a condition where self-
activity implies that the child is left comparatively 
undisturbed in order that he may develop according to that 
way in which his mind and body naturally direct him. This 
form of self-activity, however, does not mean complete 
license . It is within the instructor's area of 
responsibility to organize an educative system that will 
unfold those tendencies which come to the surface as a 
122Ibid., p. 70. 
123sterrie A. Weaver, "Common Sense as an Aid to the 
School-Music Supervisor, 11 National Education Association 
Journal Q( Proceedings and Addresses, (1900), 535. 
124Frederic H. Ripley and Thomas Tapper, The Natural 
Music Course Third Harmonic Reader (New York: American 
Book Company, 1903), p. 3. 
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result of the child's free activity. On the other hand, this 
same element may imply a great amount of doing, yet freedom 
and spontaneity are completely removed from the process. The 
pupil is actively engaged in doing, but self-activit~ such 
as the developmentalist would interpret i~is impossible to 
find. There is no freedom, for all cues and clues are 
provided by the instructor, a.nd the resulting discoveries 
made by the pupil only reflect the child's arrival at a 
solution premeditated by the teacher. 
It has been pointed out that Tufts seemed to accept 
this former point of view. By reference again to the Weaver 
plan, as heretofore presented, it is hoped that the 
formalists' viewpoint regarding self-activity will even be 
more acceptably clari£ied.l25 
Upon its thorough examination, one may rightfully ask, 
"Where is the free activity?" The teacher provides the aim, 
with no apparent class discussion as to whether or not the 
children consider such information desirable or necessary. 
The lesson is taught because the instructor has determined 
that such information is essential, and that the time is 
appropriate for such instruction. That portion of the lesson 
where "the class discovers that the third time motion has two 
tones to two beats" is indicative of the second 
125Supra, pp. 254-255. 
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interpretation of self-activity as described above. The 
teacher already had provided the clues by singing the third 
time motion 1 and rapping out the motion upon her desk. 
The discovery by the pupils of the information projected was 
indeed nothing more than arriving at precisely that which 
the teacher commanded. Throughout the lesson, particularly 
in the application portion of the lesson, it may be conceded 
that much doing on the part of the pupils was involved. 
However, it is unlikely that any child would be permitted to 
reject the dotted quarter and eighth note, nor would it be 
considered wise, under the circumstances, for any child to 
modify the dotted quarter and eighth note into something that 
might appeal to him morel 
By such evidence that has been presented throughout 
this section, it would appear that,when the theory of self-
development is applied to education, self-activity, which 
implies freedom and spontaneity, becomes an important 
element. On the other hand, when Herbartian psychology is 
emphasized, self-activity connotes teacher-directed activity. 
It seems fair to assume as a result of this discussion that 
the formalists followed Herbart in their conception of this 
vi tal principle. 
Reason. It has already been established that the 
formalists emphasized perception rather than apperception, 
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and,therefore,were infinitely closer in their thinking in 
this regard to Pestalozzi rather than to Herbart. One may 
easily assume then, fran this condition, that the formalists, 
too, were obliged to press for same kind of procedure that 
would render an associa tl.on of ideas possible, and thereby 
incur reasoning. With sense-perception, the major device, 
it seemed that but two processes were available to these 
men through which they might achieve with their students the 
element of reason. In the first place, they could present 
the material and reasonably expect it to be absorbed through 
seeing, hearing,or handling the objects or precepts. They 
were, however, apparently aware of tre fact that merely ·taking 
in a series of facts or ideas would by no means effect an 
understanding of those things presented. Therefore, another 
step was initiated in order to avoid any condition of 
memorization, a situation in education that was frowned upon 
at least since Pestalozzi. This next procedure was devoted 
to a period of comparison.l26 When the child had clearly 
determined how the new percept was like or unlike those 
previous essentials which he already had learned, the music 
educators of this period considered they had achieved that 
degree of comprehension necessary to the fulfillment of 
126Supra, p. 221. 
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educational principle. However, they realized fully that 
certain discrepancies existed, but under the circumstances, 
they were obliged to consider their process as satisfactory 
as human knowledge would allow. 
An example of their procedure is well indicated in 
the lesson plan constructe~ by the Institute of Music 
Pedagogy referred to already several times in this section. 
In the preparatory portion of the work, time was spent on 
reviewing those elements that made likely comparison with 
the new principle to be taught. The teaching itself was 
confined to a logical, step-wise procedure which appealed 
entirely to the senses, and which likewise made the mere 
absorption of the factual data relatively simple. The 
application of the new musical element featured its compari-
•p,_ e son with former concepts. •n lesson closed upon the 
completion of this activity. 
Herbart, with his principle of apperception, carried 
his psychology a step further, in order to achieve the 
element of reasoning to an infinitely more satisfactory 
degree. He, too, presented his material for absorption 
in a logical way thrru.gh the senses. Again, in Pes talcz zian 
manner, he observed a period of comparison. Howe ver, the 
German philosopher-psychologist added the third and vital 
step to the process. He concluded that it was necessary that 
the new percept would not place itself into the mind, but 
rather, through a process of interaction with the body of 
previous ideas, so adjust amid the apperceptive mass as to 
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lose its identity by assimilating itself with other things. 
This process inferred modification in many instances, for 
obviously, to be accepted according to his psychology, the 
ideas taken in and kept could not often be representative 
of extreme poles of thinking. T:b.is step permit ted the 
formulation then, of a general notion whiCh was the desired 
result of Herbartian psychology, because it was achieved 
through the power of reasoning. 
The formalists might have easily questioned this idea 
of the resulting general notion. How could one have a 
general concept of reading, writing, and arithmetic and be 
capable of performing satisfactorily any of those essentials? 
According to information available, the Three R•s held a very 
secondary position in German education because their only 
purpose was in practical utility and mental discipline.l27 
Since, however, the moral element ranked supreme, German 
education emphasized a broad education which included 
History, Literature, Science, Geography, Art, and Music. For 
the development of sp9cial interest in these fields, a 
l27Fra~~ McMurray, "Herbartian Pedagogy for Normal 
Schools," National Education Association Journal of 
Proceedings and Addresses, (1892), pp. 425-428. -
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program very similar to today's core was established, and the 
specific aim of this program and these studies was general 
knowledge. 'fhe principle of apperception, then, hardly was 
devised for the use in skill subject areas. 
Under these circumstances, it seems impossible that 
there could be much compatability between the formalists' 
psychology and that of Herbart, with regard to music 
education, even in the realm of reason. It was the formalists 
themselves who relegated music to a skill subject, not 
German philosophy. From Holt we learn that, 
When we consider the exalted position which Germany holds 
in the musical and educational world it is very natural 
that we should adopt her system of teaching music in our 
schools. I (Holt) have come to believe that in so far 
as we have imitated Germany in this matter we have been 
led wrong in our methods of teaching. I judge from the 
result a obtained in Germany and comparing them with what 
can be accomplished; also by the statements of German 
teachers and musicians who are familiar with the work 
in the German schools. The fact that the notation is 
not taught until the children are nine or ten years of 
age, an:i that rote singing is so long continued that 
part songs are taught by rote, shows that the Ge~nans 
have either not appreciated the ability of little 
children to acquire a knowledge of sounds necessary to 
sing intelligently at sight, or have not learned to 
separate music from the complications of its science 
and notation and present it systematically in its 
simplicity to the mind.l28 
By so doing, no matter how carefully tl~y might have wished 
to follow Herbartian thought, their insistance upon mental 
128Eosea Holt, "Methods in Teaching Music," National 
Educat ion Association Journal of Proceedings and Addresses, 
(1884), 215. 
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discipline, resulting from the fact that they emphasized 
skill rather than interest, immediately div orced them from 
apperceptive principles, and/or forced them to follow a 
concept with regard to the development of reason that might 
be regarded as leaning more toward Pestalozzian thought. 
Moral Aim. Up to this point in the study, the moral 
aim has become inevitably to be the fulcrum around which the 
entire music program has revolved. Lowell Mason frequently 
reiterated this prevailing thought in his writings, one 
example stating, "But the chief value of music, as rightly 
used from this book, in school or families will be ••• 
moral. n129 Luther Mason, in spite of insisting that music 
education must fulfill three basic aims, music as a 
language, music as a science, and music as an art, held that 
the moral influence was indeed the highest and most noble 
contribution that music could possibly provide as evidenced 
in such words as, 
Not only was every song to fill a place in the grade of 
teaching, but more impor tant it was expected to bring 
into the life of the pupil a new element of inspiration, 
incitation, and spiritual influence.l30 
129Lowell Mason, The Song Garden Series First Book 
(Boston: Oliver Ditson and Company, 1864), p. iv. ----
130w. s. B. Mathews (ed.), "Luther w. Mason ani 
School Music," Music II (Se~ember, 1892), 481. 
I n both instances, such thinking was easily traced to 
Pestalcz zi, and even in some measure to Froebel . 
According to Herbart, the philosopher-psychologis t 
already dealt with in this chapter, the essential aim of 
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education was to develop within the child a good moral life. 
His enti re philosophy pressed for such achievement. 
Unfortunately, American education, as a whole, failed perhap s 
to re ali ze the profundity of his philosophical writings f or 
there is no real evidence to substantiate the fact that 
moral development becomes a consideration of gre at import 
during the closing decades of the nineteenth century. 
So far as music was concerned, there was only one 
major aim, and that was actually in direct opposition to the 
pr imary goal established by Lowell Mason, and indeed 
supported by Luther Whiting Mason. In place of moral and 
s piritual ends, reading and harmonic perception seemed to 
provide the major emphasis in the field of music education. 
Evidence was plentiful in the support of this statement. 
From the Normal Music Course it was found that the aim was 
expressed in the following way: 
In following this method the pupils are simply directed 
in their thinking and practice, while their musical 
f aculties are being gradually developed and controlled 
until they gain the necessary skill in singing music at 
sight .l31 
131Tufts, Handbook, ££• cit., p. 4 . 
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Another abstract from the sarre source is further indicative 
of the condition which states that "especial care has been 
taken in the selection of words, keeping constantly in mind 
that the songs of the earlier books are to be sung BY and 
not TO children. nl32 From still mother portion of the 
handbook, one finds that harmonic perception attaches itself 
as an essential part of the major goal which is clearly 
evident in the following: 
Sight reading alone is not the object of the Normal 
Ivlusi c Course. Through s :ight reading a way is opened 
to the knowledge of music, and the Readers are offered 
as illustrations ani stggestions in harmony and rhyth m. 
This is more easily effected by careful study of the 
component melodies. Let each melody be carefully sung 
until it becomes familiar, the various combinations of 
the parts can then be produced and the resulting 
harmonies critically examined. It is not intended by 
this that the student shall become expert in the use of 
technical terms., but that the education of the ear may be 
gained by the production of these sounds in combination. 
By this course the ear receives its best training, and 
the effect will be l&sting.l33 
It may be seen from the above that reading, however, is 
basic, for without this knowledge the study of harmony as 
indicated above would be impossible to accomplish. 
Turning yet to another source, the aim remains 
identical to that which already has been established. From 
132Ibid., p. 6. 
133Hosea E. Holt, The Normal Music Course Introductory 
Third Reader {New York: Silver Burdett and Company, 1887), 
P• v. 
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the Handbook of Music Lessons one reads that, "It is better 
to keep to a definite line of work, even if somewhat narrow, 
than to attempt to generalize."134 Even a hasty perusal of 
the book will indicate that the "definite line of work" is 
music reading. The Natural Music Course establishes the same 
end apparently as may be seen in the extract which states 
that, "The object of this w<rk is to impart the power to 
read vocal music. Music, in fact is a language, and should 
be learned just as any other langu age is learned by using 
it.u.l35 Still another quots.tim may hardly be ommitted due 
to the pertinence of its content. 1he following appears in 
a later revision of the Natural Music Course. 
It (the Third Harmonic Reader) gives copious and 
specific suggestions in regard to the way of presenting 
every new point. It offers ample and varied material 
for practice and drill. It presents one-voice exerci se s 
for the cultivation of individual power and part 
exercises for traini£§6in harmonic perception and independent reading. 
It is impossible to quote from the Individual Sight-
Singing Method by Weaver, due to the character of its 
l:5:4w. s. Tilden, Handbook of Music Lessons (Boston : 
Ginn and Company, 1889), p. 36. ---
135Frederic H. Ripley and Thomas Tapper, Natural 
Music Course :Music Primer (New York: American Book Company, 
1895), p. 3. 
136Ripley and Tapper, Third Harmonic Ffeader, .2.£• cit., 
p. 5. 
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organization. There is no explanatory matter included, only 
ten folders of exercises to be sung by individual children, 
which alone bespeaks its emphasis as entirely being given 
to music reading.137 
Thus it would appear from the abundant evidence 
available that Herbartian philosophy, as it proposed moral 
ends, was hardly hearkened to by educators of the period. 
However, it was earlier established that this condition was 
not unique in the field of music e~ucation, but rather was 
it a general condition throughout this country. Herbart 1 s 
impact upon American education was due almost entirely to 
his psychological writings, and when those clues are sought 
which point up his effect upon the educational field, it is 
necessary to strike at his psychological thought primarily. 
Therefore, from the fact that the moral aim did not exist 
in music education at this time, the possibility that the 
subject might still have been directly effected by Herbart 
may not hastily be discarded, although, to be sure, in areas 
other than the one that has just received consideration. 
Recapitulation. In conclusion, it must be said that 
music educators, through their publications, underscored that 
137sterrie A. Weaver, Individual Sight-Singing Method 
(Boston: Ginn and Company, 1902). 
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s pirit of efficiency that raged throughout industrial 
America at this time. Method, as it involved the arrange-
ment of ideas into logical and ~uitable positions as to 
assure a progressive approach, occupied an appreciable 
amount of time of those specialists in the field of music 
education. 
The formalists reckoned observation as first in \ 
importance to the teaching process, and gave no indication 
whatever of having any regard for the new principle of 
apperception as derived through Herbartian psychology. 
There were distinct efforts made to emphasize the element df 
interest, since it was to them no less important apparently 
than it had been to Pestalcz zi. Tb.e broad interpretation 
offered in this regard by Herbart enjoyed no acceptance by 
those members of the formalist camp as the study of the 
texts of the time indicated. The inductive method was indeed 
subscribed to by both the German philosopher-psychologist and 
the music educators. However, in the case of the former, 
there were certain implications that made one aware that 
Herbart interpreted the system in such a way as to enhance 
his own principle of apperception. With regard to the 
latter group, the concept remained steadfast to Pestalozzian 
use. After possibly replacing the step given to 
generalization with that of summarization, it was possible 
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to say that the formalists were decidedly influenced by 
Herbart insofar as his five formal steps effected the area 
of methodology. 'l'r...roughout t he educe.. tional process the 
spirit of the times was reflected particularly in the fact 
that science, not faith, occupied the leading position . 
There seemed to be no one who argued against such thinking. 
Self-activity lost its freedom and spontaneity and became a 
teacher-directed activity as the result of Herbartian 
emphasis. The doing neither involved creativity nor 
selectivity. As to reasoning, the formalists chose 
observation and comparison as the means by which thinking 
could be developed. Herbart also emphasized these elements 
but added a third which set him apart from formalist principles 
in this regard. He concluded the.. t it was necessary that the 
new percept would not place itself into the mind, but rather, 
through a process of interaction with the body of previous 
ideas, it would so adjust amid the apperceptive mass as to 
lose its identity by assimilating itself with other things. 
This process, of course, inferred modification of thoughts 
into a general notion, a condition that the music educators 
could not abide because of their decided concentration upon 
essentials. So far as music was concerned, the major aim 
was directed to the development of music reading and possibly 
harmonic perception. Although Herbart's philosophy 
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distinctly pressed toward moral and spiritual ends, it 
seemed that .American education, as a whole, grasped only at ( 
those writings of the Great German that could influence a 
more scientific methodology. Unfortunately then, Herbart's 
philosophy was not able to effect American educational 
thought at this time. 
Although music educators seemed to indicate an aware-
ness of the conditions and the times, they were much more 
disposed to expend their effort in methodological considera-
tion, than to first decide on a philosophy and psychology 
and ally its content to their subject as carefully as Lowell 
Masan had done years before. Apparently, they were more or 
less content with the general scheme of things, Which implied 
a certain amount of Pes talozzian thought. 'Iheir activities, 
therefore, seem to indicate more of a repair job, using newer 
concepts only when older ones proved, by their criteria, to 
be no longer desirable or of use. 
CHAPTER VI 
SUMMARY AND CONCLUSIONS 
It now becomes the primary function of this study to 
render answers, or conclusions, to those problems which 
provi ded the impetus for this research, as well as a summary 
of the information projected in the body of this work. At 
the outset of this study three points, upon which this 
dissertation was to be focused, were disclosed. They were: 
1. To consider the three major epochs of music 
education in the nineteenth century, namely, The 
Pioneers led by Lowell Mason; The Liberals under the 
leadership of Luther w. Mason; and The Formalists 
whose moving force may be considered Hosea Holt, and 
endeavor to: 
a. derive reasons for embarkations upon procedures 
which represented deviations from principles that 
had been previously considered sufficient, complete, 
and sacrosanct; 
b. contribute a statement of the major philosophies 
and psychologies during this period of time which 
might easily have effected the thinking of those 
individuals under consideration; 
c. reflect the major philosophical and psychological 
principles of the appointed music educators of that 
century as nearly as their published works would 
permit; 
2. To determine to what degree the thinking of these men 
was affected by the prevailing philosophies and 
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psychologies of the years that immediately surrounded 
their periods of leadership in the field of music 
education; and 
3• To derive a general statement regarding the importance 
conceded to music reading by educators and 
philosophers. 
The information relied upon for use in the introductory 
sections of each chapter was located through a careful 
perusal of various writings--particularly those found in the 
Music Teachers National Association Volumes of Proceedings 
and Addresses, the National Education Association Journal of 
Proceedings and Addresses, and Dwight's Journal of Music. 
A varied collection of magazines and periodicals, dating in 
and around the time with which this work basically concerned 
itself, was likewise used whenever the material proved to be 
of a nature that was considered particularly pertinent to the 
study. Every available music text-book published during the 
century for public school use was given minute attention and 
consideration in order that as much evidence as possible 
could be extracted from their contents in support of the 
philosophical and psychological thinking of the respective 
authors. Almost without exception, the material used was 
derived from primary sources. 
' · 
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I. SUM}flARY 
h:_ New Subject enters the Curriculum 
Husic education in the public schools of this country 
was perhaps the res ult of a catailystic action of three 
d istinct elements that precipitated t h emselves in Boston 
during the third decade of the nineteenth century. The 
first essential Has the arrival of Lowell Nason to the city 
where t h is reaction was to occur. In the second place, rays 
of the New Enlightenment were beginning to seep into the 
educational thought of this country. Primarily because 
manufacture and shipping were Boston's ch1ef source of 
livelihood, education was of extreme import, with the result 
that the new philosophy of Europe found particular interest 
in that city. The third element, which probably served as 
t h e actual c a taclyst be tween the t'tvO former ingredients, was 
in the person of Vfoodbridge who made it his business to 
acquaint Mason with the thinking of Pestalozzi and with the 
materials p er tinen t to the teaching of music according to 
the new philosophy through the Treatise by Pfeiffer and 
Naegeli entitled Gesangbildungslehre nach Pestalozzischen 
Grundsatzen. 
Not only did Woodbridg e make the effort to see that 
this ma terial was placed in :rviason' s hands but translated a 
sufficient amount of the work in order that Hason might 
completely understand all explanations and directions. An 
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experiment was carried on by Hason and \rJ"oodbridge wherein 
the new p rinciples were used ~-Ji th about two hundred men and 
Homen, and the resul ts achi e ved far exceeded any expecta-
tions t hat Lowell Mason dared to entertain prior to the 
new endeavor. As a result of the success, Mason completely 
endorsed the new system, and transferre d it immediately to 
his juvenile classes wh ich eventually grew to tremendous 
numbers. Imbued with the ambition of introducing music into 
public education, Mason elected to accept the new principles 
a s the fundamental thought around which his teaching would 
rest. 
George Jame s Webb joined Hason in the work, and 
through their combined efforts the Boston Academy of Music 
was organized. It was doubtless the successful work o£ this 
Acade my t h at provided the last necessary push in order to 
have the subject of music accepted into the public school 
curriculum. There were, of course, othe r contributory 
factors; but after b ringing as muc h p ressure to bear as h e 
p ossi bly could, a .Z'fecting a diligent and effective sales 
campaign,- and after volunteering his servic e s for one year 
with out any c h arge to teach music a t the Ha wes S ch ool of 
Boston during t h e season 1837-1838, Mason succeeded in 
convincing the School Com~ittee on the efficacy of opening 
t h e way for the introduction of music into the curriculum 
insofar as the higher cla ss e s of the intermediate schools 
were concerned. 
According to substantiating evidence, it must be 
assumed that, with the background of this fine teacher being 
rooted so thoroughly in the older singing schools, the new 
venture of music education implied a transplanting of singing-
school technics into that of the public school with the 
exceptions, of course, that during this period Pestalozzian 
thought was to be the guiding philosophy and that many children 
were to be taught rather than just a few. A review of the 
singing school may find an appropriate place here at this time. 
The institution grew out of a felt need by the people. 
It had, therefore, a clearly defined aim, which was 
developed and understood by all participants. The teachers 
were not highly skilled musicians that were educated in a 
culture foreign to their constituents, but rather were they 
products of the same background. Therefore, instead of 
endeavoring to develop the taste of their students to the 
music heard in the drawing rooms of those who chose to import 
a foreign culture, they were concerned with improving the 
performance ability as well as the taste of their constitu-
ents through the medium of their own music in the simplest 
and most direct way possible. The standards were flexible, 
for some learned to read notation, and others satisfied 
themselves with merely the opportunity and the pleasure of 
participating. 
Music instruction in the public schools of Boston was \ 
I 
primarily the responsibility ~ Mason for about twenty years, 
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but in 1845 a major change was inaugurated. Mason was 
relieved of his duties and was re p laced by two of his former 
students. This turn of events was brought about by a 
d ivision in t h ought as to which of two basic meth ods were 
most e f fective i n the teaching of music, the song or the 
technic app roach. Although I'-'Ia son had distinctly e mphasized 
r.n:t.sic re a ding , as was made cle a r in the Boston Jvlanual, he 
fov.nd rote vJork an essential part of his method. Objections 
to his system were voiced by Joseph and Horace Bird in a 
manual entitled To Teachers of Music, published about 1848 . 
Th e book e mpha sized the need for less rote work, and more 
attention to a course which proc e eded from the simplest 
ele ments to the more difficult in a most systematic way. 
Husic in the public schools of Boston in those early days 
a pparently was not above reproach. The situation indicated 
the earliest crisis in music education, namely, should 
teaching become logical or psychological. During Mason's 
tenure of office, the latter was conceivably the absolute 
condition, for his writing s projected far too much of 
Pe s talozzian t h ought to ren der any other conclusion p ossible. 
Hus.ic Edu c a tion adopts a Philosophy 
Rousseau's Naturalism was the precursor of Develop-
mentalism, the p sychology wherein education conceived its 
duty as t h at of guiding the child in his natural process of 
growth, and help ing and aiding the pupil to unfold inherent 
/ 
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capacities. The natural growth could be helped or hindered 
according to the psychological methods used in the treatment 
of the natural capacities. Its emphasis was devoted to 
developing the child from within, rather than the reverse of 
the concept. Since Pestalozzi was a disciple of Rousseau, 
in kind, his philosophy was fundamentally Naturalism, and 
his psychology was basically Developmental. 
Together, both Pestalozzi and Mason indicated that 
music was capable of serving many ends from which they con-
ceivably chose the finest and the most practical, by placing 
the primary aim of music education at the feet of moral 
development. Moral education became a matter of experience, 
rather than a subject for formal instructio~ according to 
both of these educators who emphasized the development of 
feelings rather than memory. It was not the musical art 
that these men pressed for in music instruction, but how 
man 1 s moral nature, his thoughts and feelings, could be 
bettered. 
It was through the efforts and farsightedness of 
Pestalozzi that education set forth in the new direction of 
the inductive method, and relegated the deductive system to 
history. Mason, likewise, considered the inductive method the 
most desirable, because it was nothing more than a process 
completely in accord with the principles of nature. He 
suggested that it was most applicable to the teaching of 
music, as a perusal of his text-books indicated. 
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As Pestalozzi wished to Esychologize, so did Mason. 
The Boston teacher dedicated his life to the development of 
such a perfectly devised system or method of instruction 
that either a teacher or a parent could perfectly teach a 
child any subject, in his estimation, provided he followed 
step by step his ~ster plan. Pestalozzi began with the 
whole, then broke the whole into its elements, and then 
reassembled the parts into a complete unity. The whole-part-
whole ~thod was carefully followed by Mason as well. In 
the study of the Hanual of the Boston Academy, it 1r1as plain 
to see that a certain readiness program was relied upon to be 
developed in t h e very early years, in order to establish a 
preparedness for things to come. Through this procedure, a 
known was established. Not only was singing carried on, but 
any related elements of theory were pointed out, thereby 
g iving the child general information concerning music theory. 
Next, a second period was established where the whole was 
broken do-vm into its many parts and carefully examined. The 
third fu~d final step in the whole-part-whole method then 
followed with the elements once more assembled. 
According to Mason, as well as Pestalozzi, every 
child and every class would by no means progress at the same 
speed, and, therefore, books could only offer general 
directions . Mason was well aware of the fact that the nature 
of t h e chil d 's capacity determined the subject-matter that 
could be presented . He was also sensitive to the fact that 
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no one could set forth a perfectly natural procedure that 
would fit each and every situation. Through the inductive 
system it was up to the child to travel at his own rate of 
speed, to observe and discover according to his own 
particular make-up, and derive from each subject that which 
would be most beneficial to him. In all books considered, 
the inductive method was used. 
With regard to Faculty psychology, Pestalozzi 
expended his efforts essentially upon the development of 
the whole man through the head, the heart, and the hand, or, 
in other words, the physical, intellectual, and moral 
capacities. His emphasis was not upon subject matter, for 
he believed that the business of education was to start the 
machinery of the individual into motion, and keep it going; 
the result achieved would only be those discovered or 
perceived through a thinking individual. In like manner, 
Mason was not essentially concerned about adding music to 
the curriculum for music's own development, because testi-
mony asserted that it was the expansion of the human powers 
that was his desired end. Therefore, the fact must be 
accepted that Mason looked upon music as one more means of 
developing the whole ~~ and not in the narrower sense of 
developing a musical man. Mason endeavored to lead students 
to their highest development through an influence of their 
physical, intellectual, and moral faculties identical to 
that of Pestalozzi. 
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As it was dealt with by the Swiss educator, Observa-
tion referred directly to learning by sense perception. Any 
phenomenon that had to be studied according to this concept 
was placed under the observation of the class and, more 
specifically, the individual. Through the touch, the eye, 
ear, smell, or taste, an acquaintanceship of the character-
istic properties of the object was conveyed to those 
involved with the subject. This resulted in the thing 
becoming infinitely more important to the learner than did 
its representative sign. The child, according to Mason~ was 
generally taught through his senses to hear the lesson~ and 
from it was expected to expound in his own words the results 
that he achieved through hearing, or even possibly seeing the 
lesson as it had been unfolded before him. Pestalozzi and 
. Mason were agreed here in both principle and practice. 
Faith occupied an important place with Mason, just as 
it did with Pestalozzi. The actual learning was the child's 
own responsibility. He achieved it in his own way rather 
than through the dogmatic exposition of the instructor. 
With both educators, the individual was the focus of atten-
tion rather than the society at large. 
Self-activity likewise became an element of 
similarity betwee~ both men. Evidence substantiated the 
fact that Mason insisted upon moral education as one of the 
uppermost aims of music education. It was not taught through 
memoriter work, but rather the children learned by singing~ 
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deriving t h eir lesson from t h e words and the beautiful 
melodies t hey sang . Chil dren were also taught the technical 
accuracies of rhythm and me lody by singing. Through self-
activity , the chil d was able to grasp the thing before the 
sign and be s p ecifically taught t h e elements, after first 
having had the opp ortunity of working at it through 
exercise and song. In similar manner, Pestalozzi endeavored 
to so rouse the student into activity that the subject-
matter l earned became a personal thing between the individual 
and the activity of wh ich he was a part. 
Interest was f ound to be basic to the S\viss 
educa tor's s ystem. From evidence heretofore exposed, it was 
p oss ib le to deduce that a ccording to Mason, as also with 
Pe sta lozzi, interest b ecame an essential requisite to good 
teac hing situations. Interest was the grass root of 
motivation, Hhi ch in turn activated t he child to self-
activity . This led to eventual self-development which was 
Pe sta lozzi 1 s conception of education's ultimate aim. 
The pupil's interest was placed before tha t of 
society, and it was considered only plausible that education 
would place itself at the command of the student, rather 
than the student being placed before that of education. 
Each child would develop according to his own psychological 
d isp ositions, and interest would be the g ui ding light . 
Reasoning , that element of mental activity that calls 
into play simp l e isolated i deas into many different 
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comb ina tions, received considerable attention in Pestalozzian 
writings. However, the entire method of achieving this 
de sired end rested in a major emphasis upon sense-perception 
insofar as the Swiss educator was concerned. 
Through tb.e \vorks of Mas on, there was inferred a 
putting together of singular elements received by the mind 
through the sens~into a new and completely different order, 
the process of vJhich indicated thinking or, more definitely, 
reasoning . By suc.h process, individual elements or thou ghts 
could be put together 11Ji th the result that something new 
could be discovered or that a problem could be solved. In 
order to achieve this condition, much attention was placed 
by Mason, as well as Pestalozzi, on question and answer. It 
was determined that rath er than developing a cate.chismic 
situation, these men merely endeavored to draw out, or in 
other words, to probe the child's mind in order to determine 
the degree of understanding which the pupil had achieved 
t hrough his own personal effort. Mason's process of putting 
together ~vas achi eved by questioning an understanding of the 
vJhole. Although ansv-Jers were provided, it was found through 
pe rtinent evidence that this understanding was satisfied 
through expecting the child to answer in his own words 
rather than to repeat with robot-like efficiency the answers 
verbatum. Such apparently was Pestalozzi 1 s desire also, 
although remembering his \vork at Yverdon, it may be 
considered doubtful that he achieved such an aim with the 
same degree of success. 
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Gesangbildungslehre nach Pestalozzischen 
The Treatise prepared by Naegeli and Pfeiffer must 
next be consi dered with re gard to Pestalozzi, and likewise 
with Nason, if this summation is to be complete, and that 
satisfactory conclusions ma y be withdrawn. It was pointed 
up that the Swiss educator commended Naegeli on the work he 
had done in reducing , or psycholog izin&music into its 
simplest elements. This permi tted the child, after a certain 
amo unt of instruction, to attain a proficiency i n reading 
more readily than had been rea lized possible previous to 
that time. Ho-v1ever , it "!.vas hastily injected in the body of 
this work that Pestalozzi indicated that this kind of 
knowledge 1.-vas not the desirable accomplishment of music 
e ducation. It was rather t h e il~luence of musi c upon the 
feelings, and its success i n strengthening the social bond 
between one person and another that provided the essential 
aim of such work . 
A perusal of the Treatise indicated that the only 
principle primarily underscored was that of the psycholo gizing 
of education in which the whole was dissembled for the 
convenience of the user. According to Pestalozzi, h owever, 
such procedure mi ght not have proved desirable where the 
subject of music was concerned. If this particular thought 
WqS correct, and testimony corroborated such a contention, 
¥la s on 1 s t h ink ing wa s colored to s orne de gree by rna terial 
somewha t in opposition to the basic t h inking of Pestalozzi 
wherein the subject of music v.ras concerned. 
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Freedom versus Formalism 
----
Turning to the remaining portion of the nineteenth 
century , that 't-Ihich f ollowed the Civil War, one Has rather 
obliged to accept the fac t that the period was continually 
divided by two strongly opposing movements , one representing 
comparative freedom, and the other, decided formalism. The 
formalists were under the direction and leadership of Holt. 
Those who suggested a more freely controlled procedure 
with regard to music were men who were imbued with the 
spirit directly or indirectly which originally emanated 
from the Boston Academy . In the latter instance, the ideal 
was primarily the socializing of the group by and through 
music . Everyone participated regardless of the degree of 
talent the y indicated, and the chorus, band , and all other 
such mus ical organizations became the major aim toward whi ch 
the i nstruction was directed . In the former, the individual 
became the pri~~ry c onsideration, and only that material 
that prepared him for, or was likely to lead him to, 
professional-like independence was the singular function. 
Luther Mason proved to be one of the pioneers of this 
particular time, and offered certain principles which were 
necessaril y draHn into the circle of controversy as the 
spirit of the times almost demanded. 
There were many areas in the field of musi c education 
in which dissention and disagreement raged during this 
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period. First to be considered was that or the rote method ( 
versus that or the non-rote. The formalists rerused to 
accept rote as a word with any other meaning except in the 
case of disorganized singing lessons that had no aim whatever 
aside from program preparation. Holt was perhaps the most 
vociferous spokesman against the system. 
It seemed unfair and even incorrect to judge all rote 
experience by those carried on under auspices quite apart 
from the best educational principles or the day. An improper 
understanding of the elements involved could indeed lead 
into educational chaos, but ir the system, as applied by 
Mason, and carried even into this present century by such 
eminent men in the rield of music education as Giddings, 
Earhart, McConathy, Gehrkens, Beattie, and Morgan, was well 
studied, there apparently was much good of which the system 
was capable. Yet, during the second half of the nineteenth 
century, music education seemed to be divided as to method 
and principle. 
Secondly, there were endless attempts to improve the 
caliber of music teaching through the simplification of 
notation. Through such activity, music educators assembled 
several devices . or procedures all of which claimed to 
be the remedy for existing difficulties in the matter or 
teaching all the children to read the printed score 
proficiently enough to be considered practical. Most of the 
tension and dissention resulted over the Tonic Sol-Fa system 
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of Curv.Jen. and t h e Jvlovable Do method as used in t h is country. 
Th e l a tter syste m, after all, became the primary meth od, 
b ut one was obli ged to confess that it did not become 
completely univers a l, even with in the boundaries of these 
Unite d Sta tes. The controversy continued unabated, and it 
must be admitted that it rages still today. 
A t h i r d debate centered around the renaming and 
pronunciation of some of the s yllable names of the scale. 
The seventh n ote of the scale, v.Jhich had consistently been 
ref erred to as si, was c hang ed to ti, and consideration was 
being g iven to c hanging the pronunci a tion of do to doo, and 
sol to sool. Howev er, t h ese suggestions were no sooner 
evolv e d and elicited b efore various int e rpretations a ppeared. 
Lut he r W. Ma s on's System 
For years, edu cators, a s well as the public, seemed 
mor e and more inter ested in estab lish ing a continuous course 
of music throughout the entire school life of t he chil d . The 
grea test stumbling block appeared to b e not in the failure 
of a ppropriations, or l ack of interest, but i n the f act 
t hat no suitable text had been her etofore devised a s to 
become suitable for t h e c a rry ing out of any such venture. 
Hohmann's book was made available about 1 8 60 t h roug h the 
efforts of Luther Mason, who saw to it that it was trans-
l a te d . Instruction, a ccording to t h is system, was 
a ccomplish ed i n t h e f irst i nstan ce by ha ving chil dren 
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imitate or sing entirely by e a r. However, in, with, and 
under t h is activi t y , Hohmann found it poss ible to teach 
nota tion to children at a relatively early a ge . 
In Jl.me o.f 1864, after the Hohmann book had been 
available and tested for about four years , Luther Mason was 
appointed t o devel op music instruction in the primary grades 
of the B oston schools. Empl oying the Hohmann pr i nciples, 
the National Music Course was devised. 
Philosophical and Psyc hological Implications o.f the Vlork of 
Luther Hason and Contemporaries 
An indis putable leader in music education at this 
time, Mason's philosophical and psychological foundations 
deserved consideration in this work. \vri tings of the period 
which pri marily related to music indicated the pos sibility 
t h at Froebel's philosophy entered the thoughts of thinking 
individuals at this time. According to that freedom vlhich 
Mason represented in h is procedures , it seemed plausible , at 
least, that if Froebelian thought was to be found, the Bost on 
tea ch er would be t h e li kely person through whom the new 
educa t i ona l thought vJould be reflected. 
With regard to moral training , Froebel used it as 
the fulcrum around wllich his entire educational plan 
rotated . Research did not p rovide to any degree the 
necessary qu antity of material sufficient to draw Nason 
close to the German philosoph er in this regard. For the mos t 
part, IJiason emphasized the scientific aspects of the subject. 
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The condition of music education in Boston at this 
time decidedly indicated, however, that reading, not moral 
training,provided the true aim. It will be reme mbered 
that in 1 845 Lolivell Mason was relieved of his duties in 
Bost on , very probably because there was a desire on the 
p art of some for more e mphasis on nrusic reading. In 1864, 
Luther Has en was invited to Boston in order to help 
inaugurate music in the prir(l..ary schools. Obviously, if the 
p rinted score occup ied the ti me of the grammar school, 
v.1ha tever vias to be done in the p ri mary division had to 
c ontribute toward an aim a lready conceived, and that goal 
was not primarily moral education. Froebel and Luther 
Ma son, therefore, cannot be said to be comparable insofar 
as likeness in this area is concerned. 
J'.1ason was in complete accord Hi th F'roebel insofar 
as the use of the inductive me t ho d of instruction Has 
concerned in theory, but he fell short in practice. A 
study of h is work revealed that he still emphasized the 
p sychologizing of education which, in the last analysis, 
pressed the child to do vJhat he wanted done. Mason, in 
much of his teaching , must be accused of molding the child 
to h is desire, while Froebel must be pointed to as being 
involved in the unfolding of the child. Thus Pestalozzi 1 s 
i nterpreta tion of the inductive method was more c ompatible 
to J·1ason 1 s practice, while Froebel 1 s thinking adapted 
itself best to Mason's theory. 
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The wise and prudent choice of exercises remained the 
crux of Froebel's principle of faculty development. 
Unfortunately, for the sake of any likeness between Mason and 
Froebel, there can be no supporting evidence that Luther 
Nason had any understanding of Froebelian psychology in 
this regard. According to l'Ias on 1 s texts, the individual 
could progress at his own speed, butapparently he would 
follow step by step the method established by that author. 
The child was obliged to learn according to 1'1ason 1 s ~ 
natural way to the exclusion of any other situation. 
It caru~ot be denied that Froebel also acknowledged 
the necessity of observation, and for purposes of compari-
son, Froebelian thought coincided with that of Pestalozzi. 
However, J:l'roebel thought that observation, although 
essential, only provided a beginning which served only to 
arouse self-activity within the child. 
Although ~-'lason certainly did not follow through with 
his rote-note instruction to the letter of its correct 
interpretation in practice, evidence was sufficient enough 
to serve adequately to indicate the fact that Mason's basic 
theo..f:I with re gard to observation v-1as in a g reement \vith that 
of Froebel. 
Pestalozzi, too, underscored the aim of self-activity. 
Hmvever, Froebel 1 s direction differed from his in that the 
latter would edu cate the child through that principle, 
rather than to place an over-emphasis upon the observation 
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or perception. According to Froebel, the instructor had to 
provide the spirit, or the motivation, that would set the 
child's whole being into continual action, and further, to 
be a guiding influence in order that the activity might so 
be directed toward the primary aim of unification as to 
eventually make the individual a complete master of himself. 
The responsibility of the school was not to teach a 
multiplicity of isolated facts, but rather to project 
principles in their wholeness, and further, to concentrate 
upon showing the relation of one whole to many others. 
Properly carried out, Mason's ideas called upon the 
child's own activity to direct him toward greater and 
greater understanding of reading the printed score. The 
learning was a personal process. Whenever help was required, 
the teacher was at hand to analyze, but only insofar as 
individual requirement was concerned. However, theory and 
practice proved to be two very different things. Although 
on the surface of the situation his text-boaks belied the 
fact that he did not follow through with this principle, 
they reflected concepts similar to those of Pestalozzi. 
The element of continuity entered into the thinking of 
Froebelianism which marked a departure from the basic 
principles of Pestalozzi. In order that education might 
conform to the laws of nature, it must necessarily refuse, 
thought Froebel, to represent itself as a strict uniform 
pattern. Each individual is different from another due to 
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those fundamental differences which spring from endowment 
and inheritance. Further, a boy becomes a boy, not because 
he has lived a given number of years, but rather that he 
has completed a period of infancy through living up to every 
degree called for by that particular period. There seems to 
be sufficient evidence to justify the premise that continuity 
is a consideration that definitely assumed an importance 
with Mason and his followers, although their understanding 
of the element may well have been something other than that 
which Froebel implied. 
Creativity was an element that Froebel added because, 
in spite of his development of observation and self-activity, 
they were considered incomplete. Through a combination of 
physical and mental powers, the activities of the child 
became outward expressions of inner ideas. This projection 
of the inner to the outer became the Froebelian doctrine of 
creativeness. 
Due to conclusions already drawn under the topic of 
self-activity, it is necessary to indicate, at the outset, 
that under no condition did creativity find any place in the 
work of Mason. Throughout the National Music Series, the 
educative principles involved follow more closely the 
thinking of Pestalozzi. Discovery found a place, but 
that which was discovered proved only to be precisely 
that which Mason desired to be discovered. Therefore, that 
which the child learned through this process 1-Jas, in the 
last analysis, imitative, the very thing to which Froebel 
objected. 
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Faith proved to be a decided essential upon which the 
entire Froebelian educative concept had to rest. Indeed 
faith played a tremendous part in Mason's original thesis. 
Ho.-Jever, in practice one is forced to admit that Nason did 
not display a faith so strong as that which Froebel pro-
jected i n his philosophy. Ma son, much more like Pestalozzi 
than Froebel, analyzed wholes into their elements, and 
although he per mitted discovery and freedom to a degree, 
the c h ild nevertheless learned the way JYiason intended he 
should, and discovered that which Ma son directed. 
Interest was of utmost imp ortance in the educational 
t h inking of Froebel. It was his contention that t he child 
should not only begin with what he could most easily manage, 
but like1-1ise \vith tha t which could prove most pleasant. 
Although, according to Mason, interest did take a 
share of consideration, it was no more than a motivating 
influence. Once the child had been stimulated, or perhaps 
rather, been exposed to stimulation, he had to conform 
there a fter to a certain pre-detern1ined course of study, 
whether or not he proved capable or desirous of such 
instruction. 
Reason, the ultimate goal to be achieved through the 
educative pro cess, had to be arrived at through an all-sided 
unification of life. Education became devoted toward 
assimilating those individual things through guiding the 
child's attention to the Divine Spirit that was the 
unifying influence of all things. Through this process 
reasoning was established, a procedure which was ultimately 
in the hands of the individual through his own activity. 
Luther MasoR's perspective with regard to music 
education was a great deal more narrow than that of Lowell 
Mason, for his complete emphasis was upon musical develop-
ment. His goal apparently was not necessarily to develop 
reasoning, so much as it was to ~ it, presupposing that 
such had been achieved in some other avenue of the educa-
tional process. Evidence pointed up that reason was to be 
used to develop the child's reading ability. Nothing, however, 
was said about attention being directed toward the develop-
ment of the reasoning faculty itself. His emphasis upon 
this aspect of music teaching placed him in a most 
anti-Froebelian position. 
To conclude this comparison of Luther Mason's work 
with the philosophical and psychological thought of Froebel, 
it must be regarded, on the basis of a considerable amount of 
evidence, that there existed no effort on the part of the 
music educator to bring his thinking in accord with that of 
the philosopher to an extent comparable to that which Lowell 
Mason had done with respect to Pestalozzian principles. 
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The Formalist's View 
--- ----
Turning particularly to Holt and his contemporaries. 
it must be conceded that the rormalists had a point or view 
that was indeed defensible. These men were forward-looking 
individuals who endeavored, with new information at hand, to 
correct certain difficulties that existed within the bounds 
of the field of music education. They carefully studied 
method with a full intention of offering solutions that 
would raise the efficiency of the music educator in his 
classroom work, and permit him to enjoy more success than 
his professional forebears. However, it appeared that in 
their endeavor to correct those difficulties regarding time 
and tune, or clarifying the Pestalozzian maxim, "one thing 
at a time," the formalists took music from the place 
relegated it by Pestalozzi and Froebel to an area far 
removed from any philosophic intention thus far discussed. 
So much emphasis was placed upon music reading that this 
state of affairs must be accepted as the condition, as well 
as an indication that music must now be considered a skill 
subject, so far as formalist direction was concerned. All 
effort was bent upon the discovery of a method that would 
make this instruction practical, efficient, and successful. 
Reading represented the means and also the end or music 
education. 
There was a felt need for more competent music 
teachers for two reasons. In the first place, there were no 
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schools of music that advanced any kind of direction to those 
who preferred public school work, with the result that most 
teachers were obliged to proceed more-or-less toward self-
conceived goals, whether or not their own particular 
philosophies were in keeping with general educational 
thought or their procedures were in line with established 
practice. In the second plac~ no well-defined goal actually 
existed in music education in direct contrast to the 
carefully developed aims of which the older and more 
traditional subjects could boast. 
To remedy these conditions the formalists projected 
the follm-Jing: Reading became the core of music instruction 
in t he public school \vhich provided a more-or-less national 
aim toward which teachers were asked to direct their efforts. 
Many systems of reading were devised for the practical, 
efficient, and successful carrying forth of this primary aim. 
With regard to the second condition, departments of music 
were organized and instituted into colleges in order that 
educators, choosing t h is phase as their major effort, could be 
properly prepared. 
Since the formalists were a very moving force in 
bringing the next generation of prospective music teachers 
to the colle g e and university for appropriate preparation, 
one is rather forced to admit tha t any accusation thrust 
to'lrJard these men that even suggested t hey 'lrJere turning their 
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back s u pon the forces of the p r e sent day, and were rather 
I·JOrs h iping at the altars of old s hr ines of the past, would be 
e n tirely out of char a cter with the truth. Apparently, the 
philosophy and p s y chology of the day, as well of course as 
method , 1.vere precisely what the f ormalists ins i sted t hat 
te a c hers be exposed to and thoroughl y acquainted with. 
The Philosophical and Psychological Principles of the 
Formalists 
The condition of their thinking was by all events 
promp ted by t h e scientific movement which received much 
attention during the last decades of the nineteenth century. 
It was nev e rtheless doubtful under any circuw~tance that the 
philosophy of Spen~er could e ver have been taken seriously 
by these formalist t eachers in the fiel d of music education, 
f or even if t he y were successful in achieving their c h erished 
a lignment wi t h t h e regular acade mic areas, Spencerian 
thought would have still remained completely antag onistic to 
t he ir proc edure s. As to t h e Child S tudy movement, evidence 
se emed to indicate t ha t it was hardl y in a position at this 
time to project enough of its data to enable educators to 
dare re s t princip les of a ny profundity upon it. 
Up on an investi gation of Herbart, the most promising 
solution seemed to be evidenced. Herbart's aim was to form 
the character of the individual with instruction per se, 
performing only a secondary r ole in the overall process. 
This pr i mary goal, however, was somewhat lost in this 
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industrial age which resulted after the Civil War and 
affected not only industrial and econondc lire, but also 
education most profoundly. The efficient teacher, master 
of the technic of recitation, was the desideratum of every 
school administrator, and since Herbart 1 s work was directed 
in part toward the field of methodology, this was the phase 
of his work that was most eagerly absorbed. His emphasis 
upon subject matter and method was so precisely parallel 
to the thinking of the formalists that it seemed worthwhile 
to pursue that avenue in the hope of finding the real 
foundations upon which Holt and his followers rested their 
concepts of music education. 
Before any conclusion could be drawn pertaining to 
that philosophy and psychology to which the formalists 
subscribed, it was necessary to review, side by side, the 
thinking of Herbart with that of Holt and his followers in 
those various areas which this work has consistently 
considered for the convenience of comparison. 
The formalists were in complete accord with the German 
philosopher insofar as reckoning perception as primary to 
the process of education. However, Herbart went mach 
further than this. He developed the principle of 
apercevoir which insisted that ideas might not only be 
accepted, but they may likewise be either rejected or 
modified in order to become sufficiently presentable for 
unification or acceptance to the child's existing 
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apperceptive mass. Generous as Holt, Tufts, Ripley, and 
Tapper were in providing ample evidence of their acceptance 
of the element of observation in their teaching processes, 
there existed nowhere in their writings any clue which led 
to the belief that the principle of apperception played any 
role whatever in their psychological thinking. The view 
might be taken that apercevoir was entirely dismissed from 
their thinking. It seemed a fair assumption that music 
educators of this period were basically Pestalozzian in 
their psychology, adhering strictly to observation and 
presuming that reason represented a high form of sense-
perception. Herbart's contributions appeared to be 
completely over-looked insofar as this portion of the 
discussion was concerned. 
Interesting teaching generally infers successful 
teaching, and since Pestalozzi, at least, this element 
proved to be an essential consideration within the 
educational process. With Herbart, two kinds of interest 
were set forth. In the first instance, the element under 
consideration may suggest the making of a situation as 
pleasurable and enjoyable as possible, a procedure for 
which Herbart evidenced a dislike. Sugar-coating may best 
describe this condition. The second meaning given to 
interest offers an infinitely broader interpretation because 
it infers that the very subject-matter taught shall be so 
appealing to the child as to offer him a continual interest 
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in the material during his childhood as well as in his adult 
life. In order to assure the educator that the elements 
presented would be distinctly of pleasure to the child, the 
cultural epoch theory became an important part of the system. 
Before it can be said with any certainty at all that the 
formalists followed Herbartian psychology insofar as interest 
was concerned, it first must be determined whether or not 
representatives both from the educator and the psychologist 
were in complete agreement as to the definition of this 
important element under consideration. 
Neither Tufts nor Holt went far enough into 
Herbartian thought to realize that all such subject-matter 
could only be considered essential if it stood the test of 
interest. It was very obvious in Tuft's writings that the 
formalists maintained the ri ght to provide the aim, so long 
as they conceived it to be merely logical, and acknowledged 
just those things as essential that would bring the child to 
the fulfillment of that goal in the quickest and most 
efficient manner possible. To pursue this still further, 
evidence of interest, as found in the study of the text-
books of the time, would more likely than not infer the 
condition of sugar-coating so quickly dismissed by Herbart. 
It is doubtful if interest, as such, could be continued amid 
the overwhelming amount of theory that the child was 
pressured into absorbing during his first four years of 
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sch ooling . One must say, then, that under no condition did 
the work of the formalists, with regard to this primary 
element, coincide to the thinking of Herbart . 
As to the inductive method, a study of the Normal 
Musi~ Cou~se distinctly permitted the assumption, at least, 
that Tufts and Holt necessarily followed this principle. 
Even the arrangement indicated in the texts decidedly 
represented the process of moving from the known to the 
unknm-vn. All material presented was based upon the 
asumption that all problems projected in the previous books 
of the series were known quantities, and the re maining work 
rested heavily upon that which had already been done . The 
series was completely representative of a progressive system, 
in that one problem naturally became the preparation for 
another . Likewis~ through a study of other texts repre-
sentative of this era, there was such an amount of evidence 
apparent in this regard that there seemed little room for 
doubt as to the embodiment of the inductive system within the 
pages of the major music series published during the final 
decades of the late nineteenth century . 
From this material, however, it was impossible to 
ally t h is emp hasis too thoroughly to Herbartian thought, 
for the reason that no testimony was available to 
authenticate the fact that the principle of apperception was 
gi ven any consideration whatever by these men. It will be 
remembered that Herbart leaned toward this elementary method 
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only because his principle of apercevoir held a certain 
natural similarity to this popular phase of psychology. 
Herbart's concept was much broader and much freer than the 
formalists were of any mind to conceive. Therefore, it may 
be assumed that the music educators of this era held fast 
to the principles of an inductive system that was much 
nearer to the Pestalozzian concept than it was to 
Herbartianism. 
There was reason to presume that the five formal steps 
of Herbartian methodology might well have had their effect 
upon lesson development in music education toward the end 
of the nineteenth century. After a close inspection of the 
elements involved in each lesson by representative leaders 
of formalist groups, it seemed reasonable to accept the fact 
that these men were decidedly influenced by Herbart so far 
as the five formal steps were concerned. Methodology, at 
least, benefitted from the work of the German philosopher-
psychologist. 
The element of faith seemed not s o dominant in the 
t hinking of either Herbart or the formalists. The general 
tone of all music text-books was precision and efficiency 
which decidedly underscored the same kind of thinking as 
that projected by Herbartian psychology. The instructor 
became the sole administrator of the child's educational 
success, and science, not faith, was the hand-maiden. 
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Due to the complete revision in psychological thinking 
at t h is time, v.Jhich dismissed the developmental approach and 
e mphasized the p rinc iple that all learning was derived from 
the external -vwrld and a dministe red by outside forces, sel.f -
acti vi t y , as it v-Jas unders tood b y the natu.ralis ts, trans p osed 
itself to a teacher-directed activity . Freedom and 
spontaneity were completely removed from the process . The 
pupil was actively eng aged in doing, but self-activity, such 
as t he developmentalist would interpret it, was i mp ossible 
to find . There was n o .freedom, for all cues and clues were 
provided by the instructor , and the resulting discoveries 
ma de by the pupil only reflected the ch ild's arrival at a 
solution premeditated by the teacher. The .formalists, 
thro ugh t heir texts, at least, seemed to underscore this 
view . By evidence unfolded, it appeared that when the 
the ory o.f self- development was applied to education, self-
activity, Hhich implied freedom and s p ontaneity, became an 
i mportant element. On the other hand, when Herbartian 
psychology was e mphasized, self- activity connoted teacher-
directed activity . It seemed fair to assu~e, as a result 
of t h is d iscussion, that the .formalists followed Herbart 
in their conception of this vital principle . 
The re was little or no compatability .found between 
Herbart ' s notion o.f the development o.f reason a nd that o.f 
the .f ormalists . Holt and his .followers, not German 
philosophy o~ p sychology , relegated music to the area of a 
skill subject. By so doing, no matter how carefully they 
mi ght have wished to follow Herbartian thought, their 
insistence upon mental discipline, resulting from the fact 
that they emphasized skill rather than interest, immediately 
divorced them from apperceptive principles, and forced them 
to follow a concept with regard to the development of reason 
that might be regarded as leaning more toward Pestalozzian 
thought. 
According to Herbart, the essential aim of education 
was to develop within the child a good moral life. His 
entire philosophy pressed for such achievement. Unfortunate-
ly, American education, as a whole, failed perhaps to 
realize the profundity of his philosophical writings, for 
there was no real evidence to substantiate the fact that 
moral development became a consideration of great import 
during the closing decades of the nineteenth century. 
So far as music was concerned, there was only one major 
aim, and that was actually in direct opposition to the primary 
goal established by Lowell Mason, and indeed supported by 
Luther Mason. In place of moral and spiritual ends, 
reading and harmonic perception seemed to provide the major 
emphasis in the field of music education. Evidence abounded 
in the support of this statement. Herbart's impact upon 
American education was due almost entirely to his 
psychological writings. Therefore, when those clues are 
sought which point up his effect upon the educational field, 
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an obligation to strike at his psychological thought primarily 
is in order. From the fact that the moral aim does not exist 
to any particular degree in musie education at this time, 
the possibility may not hastily be discarded that the subject 
might still have been directly affected by Herbart, although, 
to be sure, in areas other than the one that has just 
received consideration. 
II. CONCLUSIONS 
A. CONCLUSION RELATED TO PROBLEM I 
The Pioneers led ~ Lowell Mason 
a. In an effort to overcome the lack of interest 
displayed by Americans in congregational hymn participation, 
singing schools were established in this country at about 
the turn of the eighteenth century. The idea waxed strong, 
and before many years it became a national institution. 
Although standards were not high, those who attended these 
meetings were generally of a kind who considered themselves 
imbued with at least some talent in singing. Lowell Mason's 
chief mission was to break down the concept that only those 
gifted in music could benefit from such instruction, and, 
therefore, exerted his energies toward the development of 
principles and methods to such a degree that all might 
derive advantage from instruction in music. Possessed 
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with the idea that the public school was the ideal place for 
such instruction, Mason pressed tirelessly toward that goal . 
b. The schools of the United States stubbornl y clung 
to the Religious, Humanistic, and Rationalistic philosophies 
which placed American thought in the realm of · education 
about two hundred years behind that of Europe. At the time 
of Mason's return to Boston, however, the influence of the 
early progressives, namely, Locke, Bacon, and Comenius, 
began to seep into the educational thought of this country 
and Pestalozzianism began to appear in the United States 
almost immediately upon the turn of the nineteenth century. 
c. According to every principle of comparison between 
Pestalozzi and Mason that has been considered in the body 
of this work, the Boston teacher was in complete agreement 
with the Swiss educator with regard to the how and why of 
teaching. 
Mason based much of his work upon the Treatise of 
Pfeiffer and Naegeli because he considered it to be 
thoroughly in accord with Pestalozzian thought. At the same 
time, the subject-matter presented in that work coincided 
with the development of a skill which Mason wished to i mpart 
not only to his s1nging-school constituents, but also to the 
public school situation which he endeavored to foster. It 
was pointed out through the development of this study that 
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the Treatise was not in complete accord with the principles 
of the Swiss educator in regard to the problem of what to 
teach. For this reason, it seems fair to conclude that 
Mason's thinking was colored by certain attitudes which may 
not be directly attributed to the original postulates of 
Pestalozzianism. The Boston teacher inadvertently instituted 
the reading of music as a rather important part of the new 
public school venture, a decision which would not have had 
the approval of the Swiss master. 
Although Mason frequently pointed out that music had 
as its primary aim to foster moral training, evidence sub-
stantiated the fact that the conrse he pursued hinted at a 
dual purpose to include reading with that which has already 
been mentioned. Dealing with the score seemed always to be 
held in a secondary position with the result that the philo-
sophical principles of Pestalozzi in the work of Mason were 
not greatly disturbed. However, the very fact that reading 
was i ncluded reflected a cross-purpose with the Swiss educator. 
The inclusion of this second element, it must be said, was 
very l~kely done through a misunderstanding of Pestalozzian 
thought rather than by a deliberate revision of principle. 
Therefore, so far as the considerations of this study 
permit, Mason followed much of Pestalozzi 1 s philosophy, and 
~ of his psychology. 
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The Liberals under the Leadership of Luther w. Mason 
a. Turning to the remaining portion of the nineteenth 
century, the period was found to be continually divided by 
two strongly opposing movements, one representing comparative 
freedom, and the other decided formalism. Such a condition 
provoked a good deal of dissention and disagreement at that 
time. 
First to be considered was that of the rote method 
versus that of the non-rote. The formalists refused to 
accept ~as a word with any other meaning except as that 
of disorganized singing lessons which had no aim whatever 
aside from program preparation. Secondly, there were endless 
attempts to improve the caliber of music teaching through the 
simplification of notation. A third debate centered around 
the renaming and pronunciation of some of the syllable names 
of the scale. The entire period was given to endless argument 
over method. Luther Mason proved an undisputed leader in the 
field of music education, and, therefore, his philosophical 
and psychological foundations deserve consideration. 
b. At this time there were several major philoso-
phies which Mason could have chosen. Pestalozzianism 
was at this time well established in this country, and it 
was more probable than not that the principles of the Swiss 
educator would have somehow effected the thinking of Luther 
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Mason. During the decade immediately follovling the Civil 
War, kindergarten education was demanding attention in 
educational circles, which heralded the fact that Froebel's 
work had reached the shores of the United States. Testimony 
seemed to corroborate the fact that Mason was indeed a man 
unafraid to defend ideas that, at the time, were new and 
relatively untried. Therefore, it was not beyond the realm 
of possibility that he might have considered Froebelian 
philosophy. Further, during his active years, the Child 
Study Movement began contributing to educational thought, and 
the work of Herbart migrated to this country. A 
consideration of Mason's work revealed that he extended and 
broadened es·tablished principles in a direction which 
suggested Froebelianism. This study proceeded according to 
that premise. 
c. The conclusion may be drawn that, on the basis of 
abundant evidence, there existed no effort on the part of 
the music educator to bring his thinking in accord with that 
of the philosopher to an extent comparable to that which 
Lowell Mason had done with respect to Pestalozzian 
principles. With regard to Moral Training, Faculty 
Psychology, Creativity, and even possibly Reasoning, Luther 
Mason clearly indicated no understanding of Froebelian 
thought whatever. Although it may be deduced from certain 
421 
statements under the heading of observation th~t Mason's 
ideas with regard to the development of reason might have 
coincided with those of Pestalozzi, there was no proof of 
any such contention. The Boston teacher seemed infinitely 
more interested in using reason than developing it, so far, 
at least, as his text-books wquld indicate. A review of 
his interpretation of the Inductive Method, Observation, 
Self-Activity, and Faith may present enough evidence to 
permit the statement that, insofar as theory went, 
certain aspects of his work pointed considerably toward 
that which Froebel offered in his principles. However, a 
judgment of his practices clearly indicated that the 
influence of Pestalozzi was infinitely stronger than that 
of the German philosopher. The element of continuity loomed 
large and important in the work of Froebel, and, after a 
study of Mason, it may be said that he too realized the need 
for a continual sequence of music education throughout 
the school system. He also was aware of a difference in 
the varying stages of development in the growth of the 
individual and sought by those means natural to him to 
effect as logical a program of study in music education as 
he could possibly devise. In spite of the evidence that 
continuity of some kind played a part in his thinking, it 
must be said that nowhere did he say or even imply that such 
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a principle was derived from Froebel. A careful perusal 
of his interpretation of this element then could well permit 
the premise that in this regard he naturally conformed to the 
thought of the German philosopher. Conversely, another 
interpretation of those same elements could easily suggest 
certain connotations that would be completely divorced from 
Froebelian thought. This principle, then, really can serve 
no purpose in either confirming or refuting Mason's attitude 
toward Froebel's philosophy. Such conclusions as have been 
set forth in the above indicate rather clearly that Mason was 
in greater accord with Pestalozzian principles than with 
Froebelian thought. 
The Formalists ~ ~ Holt. 
a. Turning particularly to Holt and his contemporaries, 
it must be confessed that the formalists had a point of view 
that was indeed defensible. These men were forward-looking 
individuals who endeavored, with new information at hand, to 
correct certain difficulties that existed in the teaching of 
music education. They carefully studied method with a full 
intention of offering solutions that would raise the 
efficiency of the music educator in his classroom work, and 
permit him to enjoy more success than his professional 
forebears. However, it appeared that in their endeavor to 
correct those difficulties regarding rhythm and melody, or 
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clarifying the Pestalozzian maxim, "one thing at a time," 
the formalists rerr..oved music from the place rele.gated it by 
Pestalozzi and Froebel to an area far removed from any 
philosophic intention thus far discussed. So much emphasis 
was accorded music reading by this group that one might 
accept this state of affairs as the condition, as well as an 
indication that music must now be considered a skill subject, 
so far as formalist direction was em cerned. All effort was 
bent upon the discovery of a method that would make this 
instruction practical, efficient, and successfUl. Reading 
represented the means and also the end of music education. 
b. The condition of the thinking of these men was by 
all events prompted by the scientific movement which 
received much attention during the last decades of the 
n:Jne teenth century. It was nevertheless doubtful under any 
c :1r cums tance that the philosophy of Spencer could ever have 
been taken seriously by these formalist teachers in the 
field of music education, for even if they were successfUl 
in achieving their cherished alignment with the regular 
academic areas, Spencerian thought would have still remained 
completely antagonistic to their procedures. As to the 
Child Study Movement, evidence seemed to indicate that it 
was hardly in a position at this time to project enough of 
its data to enable educators to dare rest principles of any 
profundity upon it. Upon ~n investig~tion of Herb~rt, the 
most promising solution seemed to be evidenced. 
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c. In view of the data g~thered, it m~y be concluded 
th~t the music educ~tors who allied themselves to the 
for~list 1 s mode of thought ~ccepted the spirit of 
efficiency th~t raged throughout industrial America at this 
time. However, Herbartianism, the only philosophy to which 
they could possibly have been compatible, had very little 
effect upon their thinking. In the areas of Observation, 
the Inductive Method, and Reason, Holt and his contemporaries 
decidedly followed Pestalozzian thought. The element of 
interest also appeared to be interpreted more nearly to that 
prescribed by the Swiss educator than by the German 
philosopher. There were reasons to suppose that a consider-
able amount of agreement was reached with regard to the 
Herbartian concept of self-activity, but it must be hastily 
injected that little difference existed between Herbart and 
Pestalozzi in their understanding of this element. The 
moral aim, so vital to the complete philosophies of 
Pestalozzi and Herbart, was apparently dismissed from the 
thinking of the formalists, at least insofar as their text-
books bore witness. The five formal steps, initiated through 
Herbartian thought, fitted nicely into the formalist's 
concepts, and were accepted, and used. However, their 
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inclusion was not by any means an in:iication that any effort 
was necessarily expended in order that music educs.tion would 
gradually absorb the entire philosophy and psychology of 
Herbart. Infinitely more evidence is available as testimony 
against, rather than for, such a premise. Faith, in the 
case of Herbart as well as the formalists, lost the position 
of importance it had enjoyed with the developmentalists. 
This condition would permit one more point of contact between 
Herbart a1d the men under the leadership of Tufts. 
Basically, both sides insisted that education had to be 
derived from experience taken from the outside world. This 
left the instructor as the sole administrator of the child 
insofar as his educational progress was concerned. There 
was not a great deal of attention placed upon the 
development of innate abilities of the child. 
This thinking presents, perhaps, the basic difference 
between Holt and Mason; the former teacher endeavored to 
bring the outside in, while the latter instructor emPhasized, 
in theory at least, tbe drawing of the inside out. Both 
men held in common a point of sameness, in that each one 
accepted his inheritance from Lowell Mason, and thereby was 
infinitely more affected by Pestalozzian philosophy and 
psychology than from any other more advanced thought that 
became available during either's tenure of leadership in the 
426 
work of Spencer, Froebel, Herbart, and even the Child Study 
Movement. These music educators may both be guilty of the 
same error, since both became so utterly engrossed in method 
as to be somewhat oblivious to the profound chmges in 
educaticnal philosophy and psychology which occurred at that 
time. 
B. CONCLUSION RELATED TO PROBLEM II 
The philosophical and psychological foundations of 
music education in the nineteenth century must be said to 
have been drawn basically from the work of Pestalcz zi. 
However, the Swiss educator is most generally considered an 
early developmen tali st, and there were evidences of certain 
realist tendencies apparent in the work of Holt and his 
followers in their at tent ion to essentials derived from the 
outside world, rather than through emPhasizing the develop-
ment of innate ability. Aside from Lowell Mason, no music 
educator indicated a profound interest in the philosophical 
and psychological thinking of his day. There is too much 
corroboration of this fact to allow much extension to the 
above statement. Luther Mason and his followers made 
manifest their desire to broaden certain Pestalozzian 
concepts which brought them, in some instances, to accepting 
certain principles of Froebelianism, but their practices 
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belied any understanding of the newer philosophy and 
psychology. Holt and his contemporaries likewise projected 
Pestalozzian thought in the main, and very pzubably not as 
a result of any profound search into phtlosophy, but rather 
because it was their heritage through the methods that they 
accepted fran Lowell Mason, and extended, insofar as system 
was ccncerned . Whatever they borrowed from Herbart was done J' 
in the interest of Method,rather than from any understanding 
I 
of music's place within that pbiloso~y from which they drew. 
Music, as a result, suffered from that isolation to which 
its adherents subjected it. Hopefully, future generations 
have rectified this dilemma. 
C. CONCLUSION RELATED TO PROBLEM III 
Considering in total all the writings of Lcwell Mason 
included in this work, research disclosed that although the 
principles projected by Pestalozzi were thoroughly embodied 
therein, a distinct emphasis upon music reading was apparent. 
Pestalozzi , on the other hand, insisted that it was rather 
the influence of music upon the feelings, and its success in 
strengthening the social bond between one person and another 
that provided the essential aim of music education. 
The condition of music education in Boston immediately 
after the Civil War decidedly indicated that reading, not 
moral training, provided the true aim. In 1845, Lowell 
Mason was relieved of his duties in Boston, very probably 
because there was a desire on the part of some for more 
emphasis on music reading. In 1864, Luther Mason was 
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invited to Boston in order to help inaugurate music in the 
primary schools. If the printed score was employed in the 
grammar school at this time, whatever was to be done in the 
primary division apparently was expected to contribute 
toward an aim already conceived and thoroughly'established. 
According to Froebel, the primary purpose of music in 
education was to draw forth the inner feelings of the class. 
Individual singing was given attention, and the pupil's 
success was measured, not in the vocal rendition, but in 
the way in which the feeling and truth of the words were 
most fully expressed. Attention was carefully given by the 
teacher to the selection of those s.or.gs that had a connection 
to the child's own life, and that enlisted the interest and 
pleasure of the class. 
So much emphasis was placed upon reading by Holt and 
his contemporaries that, if not before, music at this time 
now had to be considered a skill subject so far, at least, 
as formalist direction was concerned. All effort was directed 
toward the discovery of a method that would make this 
ins t ruction practical, efficient, and successful. Reading 
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represented the means and also the end of music education. 
Alth01.Jgh research did not disclose a statement of Herbart 
regarding the subject of music, his broad interpretation of 
interest makes it possible to deduce that dealing with the 
musical score was not what the philosopher would necessarily 
underscore as the most desirable emphasis in music. Since 
all subjects were made up of vast quantities of material, 
it was the teacher's endeavor, according to Herbart, to 
emphasize just those phases that were of particular interest 
to the child. It would appear, therefore, that his 
inter~etation of music ' s place in the curriculum would 
coincide more closely with Froebel than with any music 
educator's thus far considered. From the information 
provided immediately above, it would seem that there 
existed constant conflicts between educator and philosopher 
regarding exactly what to teach. In the field of music 
education, those in leadership directed that each child 
would be taught in the elements of musical theory, while the 
philosophers visualize~ a much broader concept which called 
for music to contribute with all other areas of the 
curriculum toward the moral development of the individual, 
while also to imbue each pupil with a love for the subject 
itself. 
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III. REC011MENDATIONS FOR FURTHER RESEARCH 
As a result of the study, the following reconunendations 
for fUrther research are offered: 
1. That the subject of this study be continued to 
include the present in order that those in the field may 
see reflected both the errors and the successes achieved 
throughout the history of music education. Such a contribu-
tion, it would seem, would help assure future generations 
of building more firmly their foundations, and conceiving 
more satisfactorily their aims and procedures. 
2. This study has ascertained the fact that music 
educators through the years have not conformed, as 
thoroughly as they might, to the prevailing philosophies of 
education. It would be of distinct interest to have 
available a study which would indicate whether or not music 
education has been the only subJect within the curriculum 
that has remained aloof to those major philosophies and 
psychologies of the various periods in our history. 
3. Through the course of this work there were 
indications that the leaders in the field of music education 
were aware of the need for a thorough understanding of the 
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foundations of education. If such stress were placed u pon 
such study, it would be of interest to ascertain the manner 
in which this particular emphasis became lost in methods 
that were not generally compatible to the prevailing 
philosophies . 
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